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Abstract
SECONDARY HISTORY/SOCIAL STUDIES TEACHERS’ SELF-EFFICACY REGARDING
GEOGRAPHY TEACHING
By Yan Gao, Ph.D.
A dissertation submitted in partial fulfillment of the requirements for the degree of Doctor of
Philosophy at Virginia Commonwealth University.
Virginia Commonwealth University, 2011
Major Director: Michael D. Davis, Ph.D.
Professor, Department of Teaching and Learning
School of Education
Teacher education remains a significant issue affecting the quality of geography
instruction in the United States. Teachers’ self-efficacy has been identified as a crucial factor for
improving teacher education and promoting educational reform. This study intended to develop
a better understanding of the relationships between teacher education programs and secondary
history/social studies teachers’ self-efficacy regarding teaching geography, and other
demographic factors that could be a possible influence on geography teachers’ self-efficacy. A
quantitative research methodology was employed to measure geography teacher efficacy and to
explore factors that influence geography teachers’ efficacy in order to identify ways in which
preservice and in-service education might better prepare geography teachers. The instrument,
the Geography Teaching Belief Instrument (GTEBI), used for data collection was an online
survey that was modified from a Science Teaching Efficacy Belief Instrument (STEBI_A) to

assess secondary history/social studies teachers’ perceptions of their self-efficacy in geography
teaching. Data were gathered from secondary history/social teachers in Virginia. Critical
influential factors, geography-related conferences (p<.014), approved teacher licensure education
programs (p<.038), and years of teaching experience in geography (p<.004) were found to have a
statistically significant relationship with personal geography teaching efficacy. Only the factor,
years of teaching experience in geography (p<.002), was found to have a significant relationship
with geography teaching outcome expectancy. Findings could result in better teacher education
programs for secondary history/social studies teachers in geography teaching and lead to more
effective curriculum and instructional practices in teaching geography, thus benefiting student
achievement.

CHAPTER 1. INTRODUCTION

Statement of the Problem
Increasingly, as the world becomes a global society, education is seen by many as an
important avenue for national development. Economic growth and improved living standards
are considered to be linked directly to education (Cobb, 1999). The role of teachers is vital to
maintaining the highest quality of education. Since the enactment of the No Child Left Behind
Act (NCLB) (2001) and the Title II accountability provision of the Higher Education Act (HEA),
political imperatives have pushed the issue of teacher quality to the top of the reform agenda in
U.S. education (Darling-Hammond and Youngs, 2002).
To build a continuing quality teaching force requires both excellent teacher education as
well as robust professional development. Teacher effectiveness has become a standard for
teacher preparation (Myers & Myers, 1995; Saphier & Gower, 1987; Wong & Wong, 1998), a
basis for staff development (Danielson, 1996) and a guideline for teacher evaluation (Flores,
1999).
In the last decades, questions have been raised about whether and how teacher education
makes a difference in teachers’ effectiveness (Darling-Hammond, Chung, & Frelow, 2002).
Researchers have also begun to ask whether different kinds of programs prepare teachers
differently and to what effect (Darling-Hammond, 2000a; Darling-Hammond & Bransford, 2005;
Howey & Zimpher, 1989; National Center for Research on Teacher Learning, 1992).
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Teacher Education Programs
In the United States, enrollment in teacher education has been increasing in response to
the demand for more pre K-12 teachers. Teachers are in demand across the United States. The
pupil/teacher ratio in public elementary and secondary schools is projected to decrease further to
14:5 in 2018 (Hussar & Bailey, 2009). Between 2006 and 2018, increases are expected in the
annual numbers of new public school teacher hires. The number of new teacher hires in public
schools is projected to increase 26% to 357,000 in 2018 (Hussar & Bailey, 2009). To address the
teacher shortage, enrollment in teacher education has been an increasing response to the demand
for more preK-12 teachers. Approximately 279,000 degrees in education are awarded annually
(U.S. Department of Education, 2010).
There have always been a variety of preparation programs into teaching, both inside and
outside of colleges and universities in the United States. Across the country, teachers are
prepared in more than 1,450 large and small, public and private colleges and universities, as well
as through alternative programs offered by districts and states. As one might expect, program
designs for teacher education vary widely (Wilson, Floden, & Ferrini-Mundy, 2001).
Though there exists some variations in curriculum content of teacher education programs,
most offer four different required areas: general education, academic major or minor,
professional education, and clinical experiences (Zeichner & Paige, 2007). The general
education component includes courses in numerous subject areas such as language arts,
humanities, fine arts, mathematics, science, and social studies. The academic major or minor
enables students to gain in-depth knowledge in a subject of their choice. The professional
component of teacher education includes a series of subject-specific methods courses, classroom
management, work within the field of psychology/learning, applying technology in educational
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settings, multicultural courses, the history of American education, an examination of the purpose
of schooling in America, field experiences, seminars coupled with the field experiences, and a
final semester-long student teaching experience (Cobb, Darling-Hammond, & Murangi, 1995).
Qualifications for entry into teacher education programs vary considerably in the United
States, where thousands of teachers are recruited or self-selected each year from a wide variety
of pathways and programs. Overall, most teacher education programs in the United States fall
into the following four categories:
1. The Undergraduate Teacher Education Program. An undergraduate program is a
4-year program in which the first 2 years are devoted to general education and the last 2 years are
devoted to professional studies. The undergraduate programs are housed at colleges and
universities that serve a variety of divisions of knowledge (humanities, social sciences, natural
sciences, and fine arts) and calculated in credits, which shape general education requirements for
teachers. In the undergraduate program and/or 5-year teacher education program, secondary
education students major in an academic field that is their teaching subject (Feiman-Nemser,
1990).
2. The Extended (5-year) Program. In an extended, or 5-year, program, students begin
their professional work as undergraduates and continue through a fifth year of professional study
and supervised internship. Most extended programs culminate in a master’s degree and
certification. Compared with an undergraduate or a graduate-level program, an extended
program offers the possibility of gradual induction into the study and practice of teaching
(Feiman-Nemser, 1990).
3. The Graduate Teacher Education Program. This program is open to candidates who
have completed a bachelor's degree and leads to a master's degree or postgraduate certificate in
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education. The duration of the program ranges from 1 to 2 years. Generally, there are two types
of post-baccalaureate preservice programs: an academic model emphasizing academic
knowledge and practical experience, and a professional model combining professional studies
with guided practice (Feiman-Nemser, 1990).
4. The Alternative Certification Program. Another response to the demand for teachers is
the alternative route to certification. The term alternative teacher certification has been used
historically to refer to a variety of avenues for acquiring licensure to teach. Alternative
certification programs are designed to increase the supply of teachers in areas of critical need
during times of teacher shortage (Carey, Mittman, & Darling-Hammond, 1988). Instead of
requiring participants to follow the traditional teacher preparation pattern of academic course
work and supervised student teaching before taking over a classroom, alternative programs move
candidates into their own classrooms after a short period of training. Candidates continue their
studies at night and on weekends and receive structured mentoring and support while they teach.
The U.S. Department of Education (2004) reports an emerging consensus on required features
for an alternative certification program including: (a) the program has been specifically designed
to recruit, prepare, and license talented individuals who already have at least a bachelor’s degree;
(b) candidates pass a rigorous screening process; (c) the program is field-based; (d) the program
includes course work or equivalent experiences while teaching; (e) candidates work closely with
mentor teachers; and (f) candidates must meet high performance standards for completion of the
program.
Teacher Professional Development
The world that teachers are preparing students to enter is changing fast, which requires
teachers to change teaching skills correspondingly. The professional development of teachers is
a critical factor in ensuring that teaching at any level is effective (Gordon, 2004). Ongoing
4

professional development keeps teachers up-to-date on new research on how children learn,
emerging technology tools for the classroom, new curriculum resources, and more. The best
professional development is ongoing, experiential, collaborative, and connected to and derived
from working with students (Gordon, 2004).
Quality professional development opportunities for teachers have a significant positive
effect on students' performance and learning (Parsons & Higgins, 2009). Successful professional
development experiences also have a noticeable impact on teachers' work, both in and out of the
classroom, especially considering that a significant number of teachers throughout the world are
underprepared for their profession (Ball, 2000; Henning, 2000; Parsons & Higgins, 2009;
Villegas-Reimers, 1998). Research reported by Baker and Smith (1999) identified the following
characteristics of professional development as being the most effective in sustaining change in
teachers: (a) a heavy emphasis on providing concrete, realistic and challenging goals; (b)
activities that include both technical and conceptual aspects of instruction; (c) support from
colleagues; (d) frequent opportunities for teachers to witness the effects that their efforts have on
students' learning.
Geography Education
Geography is about understanding Earth. It is a broadly applicable, interdisciplinary
perspective that allows for the observation and analysis of anything that is distributed across
Earth’s space. It has been defined as the description and interpretation of the variable
characteristics of the Earth’s surface, or as the space in which the human population lives
(Bednarz & Boehm, 1994; Haggett, 1995). A geographic perspective is a way of looking at and
understanding the world; it is “a lens one may use to analyze virtually any topic that has a spatial
distribution” (Brown & LeVasseur, 2006, p. 1), that is, anything that can be mapped. This
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perspective is unique in that it is not limited to a particular subject matter. Rather, geography
uses an interdisciplinary and generic spatial perspective that may be broadly applied to anything
distributed across space.
In the Geography in the National Curriculum (Department for Education and
Employment [DfEE/QCA], 1999), which was published as a result of the Qualifications and
Curriculum Authority, the importance of geography is described:
Geography provokes and answers questions about the natural and human worlds, using
different scales of enquiry to view them from different perspectives. It develops
knowledge of places and environments throughout the world, an understanding of maps,
and a range of investigative and problem solving skills both inside and outside the
classroom. As such, it prepares pupils for adult life and employment. Geography is a
focus within the curriculum for understanding and resolving issues about the environment
and sustainable development. It is also an important link between the natural and social
sciences. As pupils study geography, they encounter different societies and cultures.
This helps them realize how nations rely on each other. It can inspire them to think about
their own place in the world, their values, and their rights and responsibilities to other
people and the environment. (DfEE/QCA, 1999, p. 108)
Geography education makes a significant contribution to the school curriculum (Cogan &
Derricott, 2000; Donert, 2002; Gilbert, 1996; Stoltman, 1990, 1998). Van der Schee (2003)
identified that geography does play a prominent role in civics education. Geography offers
students tools and a framework to handle the huge amount of fast-changing information
(Robertson, 2003). Through the study of geography, students learn to read maps, utilize maps as
representations of the Earth’s surface, and interpret information at geographical scales, from
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local to global (Anderson & Leinhardt, 2002; Lee & Karmiloff-Smith, 1996). In addition, the
Geographic Information System (GIS) is now a very powerful tool that enables analysis of
enormous amounts of spatial information. GIS as a spatial decision support system aids public
participatory community planning, and builds on current research to develop ideas for an
effective virtual decision-making environment.
The explorations of the aims of geography education give an overview of the distinctive
contribution of geography to the school curriculum:
Geography contributes to the school curriculum by stimulating curiosity about the natural
and human world, and introducing pupils to people, places and environments at a range
of scales. It provides a link between the science and education for sustainable
development. Geography develops understanding of physical and human landscapes and
introduces pupils to different societies and cultures, enhancing awareness of global
interdependence. It also promotes exploration of issues about the environment,
development and society, and provides opportunities for pupils to reflect critically on
their place in the world and their rights and responsibilities in relation to other people and
the environment. Pupils learn the significance of people’s values and attitudes in
influencing changes to places and environments and, through engaging with a range of
geographical issues, have opportunities to develop their own values.
Pupils undertake geographical enquiry, in which they address geographical
questions, both inside and outside the classroom; they learn to analyses evidence; make
decisions and critically evaluate information, ideas and viewpoints. (DfEE/QCA, 1999, p.
144).
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In the United States, geography was named as a core subject in the Goals: 1994 Educate
America Act, placing it in the same category as the core subjects of mathematics, science,
history, and English (Boehm, Brierley, & Sharma, 1994). The Educate America Act set goals for
America's schools and improved the means for achieving those goals. The Educate America Act
established a National Education Standards and Improvement Council to examine and certify
national and state content, student performance, opportunity-to-learn standards, and assessment
systems voluntarily submitted by states. These standards identified what all students should
know and be able to do to live and work in the 21st century. In addition, under the original No
Child Left Behind Act (2001), a United States Act of Congress concerning the education of
children in public schools, geography was named a core academic subject along with reading,
English language arts, math, science, foreign language, history, civics, economics, and art.
With the push to put geography back into the core content of K-12 education, it is
necessary to have appropriately trained teachers (Geography Education Standards Project 1994;
Gilsbach, 1997). For students to receive a good geography education, they need to be taught by
social studies teachers who are geographically literate and are familiar with the latest and most
effective means of teaching the discipline (Gilsbach, 1997). Better teacher preparation and
ongoing professional development opportunities are needed to ensure that geography teachers
are equipped with the appropriate skills to be effective in the classroom (Bednarz, Stoltman, &
Lee, 2004; Gregg 2001). Some research establishes that teachers need coursework that directly
parallels the curriculum they are expected to teach at the K-12 level (Gilsbach 1997; Gregg
2001; Shulman 1986, 1987). Teachers always do a better job of teaching what they are
comfortable with and for which they had better preparation.
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Similar to teachers in other subject areas, geography teachers need to possess not only
geographic content knowledge, but also the teaching methodology that best facilitates student
learning in geography (Bednarz et al., 2004; Shulman 1986, 1987). While some higher
education institutions have addressed this issue in teacher preparation programs, there is still a
need to have better teacher preparation to ensure that geography teachers are equipped with the
appropriate skills to be effective in the classroom (Bednarz et al., 2004; Gregg 2001).
However, social studies teachers’ geography education is in a poor state in many
respects. Teacher preparation in geography falls largely within the domain of interdisciplinary
social studies (Bednarz et al., 2004). Far too many social studies teachers, who will be expected
to teach geography, are not receiving sufficient training in content or methodology. A survey of
in-service social studies teachers showed that 25% had no undergraduate geography courses and
5% had three or fewer courses (Hermann, 1995). Researchers indicate that numbers of
geography teachers have little or no geography coursework in their undergraduate studies;
further many state certification programs in social studies do not require geography for licensure
(Bednarz et al., 2004; Boehm et al., 1994).
Requests for better classroom instruction have largely failed to consider that many
teachers lack a formal background in geography and lack training to teach geography (Boehm et
al., 1994). For example, Anderson and Leinhardt (2002) found that the preservice teachers they
selected who were in the process of obtaining certification in secondary social studies, and those
who would go on to teach middle and high school geography courses, did not possess the
background knowledge for successfully completing map tasks. The results of this study
indicated a need for conceptually-driven instruction for preservice teachers to help them
understand the problems maps can solve, and practice working with maps in a variety of ways.
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In addition, preservice teachers need to learn the concepts necessary for a good understanding of
maps in geography.
Teacher Efficacy
As an important variable in teacher development and how teachers teach, teachers’ sense
of efficacy has been shown to be a powerful construct related to student outcomes such as
achievement, motivation, and students’ sense of efficacy (Ashton & Webb, 1986; Guskey &
Passaro, 1994; Tschannen-Moran, Woolfolk-Hoy, & Hoy, 1998). Teachers’ efficacy is a
construct derived from Bandura’s (1977) theory of self-efficacy. Tschannen-Moran and
Woolfolk-Hoy (2001) defined teacher efficacy as “a teacher’s judgment of his or her capabilities
to bring about desired outcomes of student engagement and learning, even among those students
who may be difficult or unmotivated” (p. 783).
Higher self-efficacy enables teachers to be less critical of students when they make errors
(Ashton & Webb, 1986), or to work longer with a student who is struggling (Gibson & Dembo,
1984), and to be less inclined to refer a difficult student to special education (Meijer & Foster,
1988; Podell & Soodak, 1993; Soodak & Podell, 1993). Teachers with a strong sense of efficacy
are open to new ideas and are more willing to experiment with new methods to better meet the
needs of their students (Berman, McLaughlin, Bass, Pauly, & Zellman, 1977; Guskey, 1988;
Stein & Wang, 1988). They also tend to exhibit greater levels of planning and organization
(Allinder, 1994). Efficacy influences teachers’ persistence when things do not go smoothly and
their resilience in the face of setbacks. Teachers with a higher sense of efficacy exhibit greater
enthusiasm for teaching (Allinder, 1994; Hall, Burley, Villeme, & Brockmeier, 1992), have
greater commitment to teaching (Coladarci, 1994; Evans & Tribble, 1986; Trentham, Silvern, &
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Brogdon, 1985), and are more likely to stay in teaching (Burley, Hall, Villeme, & Brockmeier,
1991; Glickman & Tamashiro, 1982).
Teacher self-efficacy may be enhanced by appropriate preservice and in-service
educational opportunities (Hoy & Spero, 2005). However, most research has focused on a
general construct of teacher efficacy, with less attention given to subject-specific efficacy (Riggs
& Enochs, 1990). Addressing the educational needs of teachers, especially their perceptions of
self-efficacy, is key in developing appropriate education and training programs to better prepare
teachers for the geography classroom. The issue of teachers’ efficacy should be important as
teacher education programs attempt to address the preparation of competent secondary social
studies teachers for the teaching of geography.
Purpose of the Study
Considering the importance of geography in the school curriculum, it is necessary to
ensure that geography teachers are equipped with the appropriate knowledge and skills to be
effective in the classroom (Geography Education Standards Project 1994; Gilsbach, 1997). To
build quality geography teachers requires both excellent teacher education as well as robust
professional development. Teachers’ self-efficacy has been identified as a crucial factor for
improving teacher education and promoting educational reform (Ashton, 1984; Berman et al.,
1977; Goddard, Hoy & Woolfolk Hoy, 2000; Ramey-Gassert & Shroyer, 1992; Ross, 1998;
Scharmann & Hampton, 1995; Wheatley, 2002). As an important variable in teacher
development and how teachers teach, teacher self-efficacy may be enhanced by appropriate
preservice and in-service educational opportunities.
The purpose of this study was to examine what is secondary history/social studies
teachers’ self-efficacy regarding the teaching of geography, and what factors affecting geography
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teachers’ self-efficacy might contribute to the teachers’ ability or failure to perceive themselves
as effective agents of student learning of geography. Possible factors were explored such as
gender, age, race, teaching subject, number of geography courses, number of weeks for
internship, years of teaching experience, number of schools where taught, taught in other states,
currently teach geography, the type of teacher licensure, and professional experiences.
Rationale and Significance of the Study
In a review of related literature, numerous studies have attempted to survey teacher
efficacy, many teacher efficacy studies focus on science teachers, mathematics teachers, and
chemistry teachers, but few address the field of social studies teachers. In addition, it is even less
common to find research on geography teachers. Many of these studies are aimed at addressing
the preparation of teachers for standards-based education requirements, which are mandated in
U.S. public schools (Fitzhugh, 1992; Plevyak, Bendixen-Noe, Henderson, Roth, & Wilke, 2001).
Although there is a push to develop better education programs for geography teachers,
few surveys have actually investigated the factors that are most influential in motivating and
educating geography teachers. One study conducted by Fitzhugh (1992), surveyed elementary
school teachers’ attitudes regarding social studies instruction, with a particular focus on
geography. Thornton (1989) found that teachers perhaps do a better job of teaching what they
like and with which they are comfortable, while Fitzhugh (1992) found that teachers are more
likely to enjoy instruction in content areas for which they are more prepared to teach.
Only one specific research study identified teacher efficacy in relation to the teaching of
geography. Mohan’s (2009) study examined factors that influence geography teacher efficacy in
order to identify ways in which preservice and in-service education might better prepare,
motivate, and retain geography teachers. Mohan’s study shows that content knowledge
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preparation, and curricular/instructional knowledge preparation have a significant relationship
with teacher efficacy in geography. This current study explored teacher education (preservice
and in-service education) and factors which may influence teachers’ self-efficacy about teaching
geography. On one hand, this study tested the factors Mohan used in her study, such as gender,
age, race, the actual number of years teaching and teaching geography, number of college or
university level geography courses, membership of geography-related professional organization,
degree completed. On the other hand, this study explored some factors Mohan did not study,
such as number of weeks for internship and the type of teacher licensure. In addition, this study
used a linear regression model to analyze the data and found what factors influence geography
teacher efficacy, and how these factors predict geography teacher efficacy.
This study is important in that it fills a gap in the literature on both teachers’
self-efficacy, teacher education programs, and the teaching of geography. Teachers’
self-efficacy in the field of geography teaching was explored, which provided the specific subject
teacher efficacy information that could be used to improve and implement strategies to teach
geography effectively. Teacher education program (preservice and in-service) factors also were
explored in this study. A better understanding of the factors influencing secondary history/social
studies teachers’ geography teaching would be addressed in order to improve geography
teaching. The results of this study will be beneficial for both teachers and students in secondary
geography teaching, and may be an important consideration for preservice and in-service
education programs. Findings could result in better teacher preparation practices for secondary
history/social studies teachers. Therefore, improved secondary history/social studies teacher
education programs could lead to more effective curriculum and instructional practices in
teaching geography, thus benefiting student achievement.
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Overview of Literature Review
Teacher Education Programs
Growing concern that a number of the nation's teachers are underqualified to teach
students has led to focused attention on their preservice learning (U.S. Department of Education,
1999). For example, concern regarding preservice learning has been directed toward teachers'
postsecondary degrees, that is, the idea that teachers, particularly secondary teachers, should
have an academic major rather than a general education degree (Darling-Hammond & Youngs,
2002). In addition, certification policies have drawn criticism, specifically that a growing
number of the nation's teachers are entering classrooms with emergency or temporary
certification (Riley, 1998). Finally, attention is increasingly directed toward teaching
assignments, that is, teachers being assigned to teach subjects that do not match their training or
education (Ingersoll, 1996).
Results of the 1998 Fast Response Survey System (FRSS) survey indicated that all
teachers had a bachelor's degree, and nearly half (45%) had a master's degree. Numbers of
studies have been conducted to compare the differences of graduates from 4-year and 5-year
programs. Results are mixed. Some studies suggest that graduates of 5-year programs are better
prepared than 4-year programs; and graduates from 5-year programs are more likely to remain in
teaching and to say they plan to be teaching and would choose teaching again. Five-year
graduates are also more likely to have served as a curriculum developer (Andrew, 1990; Arch,
1989; Baker & Andrew, 1993; Denton & Peters, 1988; White, 1987). Other study results
contradict these findings. Recently, several studies indicate that there is no clear evidence that
any one program makes a difference, and a master’s degree in education bears no relation to
student achievement (Cochran-Smith & Zeichner, 2005; Roza & Miller, 2009).
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Geography Education
Geographic literacy is crucial in the school curriculum (Shirey, 1994). Geography helps
students understand the world and their own countries. However, geography has been neglected
for too many years in the overcrowded curriculums of science and social studies. In the United
States, students’ geography knowledge is now far behind. The National Geographic Education
Foundation (2006) indicated that only 1 out of 10 Americans, aged 18-24, could find
Afghanistan on a map of Asia. Seven out of 10 could not locate North Korea, and six-tenths
could not find Iraq or Saudi Arabia. These are simple map location questions, further suggesting
that Americans may not know much about the economic, political, cultural, or military
importance of these areas (National Geographic Education Foundation, 2006).
Geography has been part of American education since the 17th century, and it was a core
subject in the American school curriculum during the 18th and 19th centuries. At the beginning
of the 20th century, William Torrey Harris and John Dewey viewed the study of geography as
the study of interrelationships between the environment and humans (Kliebard, 1987). From
time to time, geography has been taught as a separate subject, but later it became embedded in
the broader framework of social studies, where it has remained for the past 50 years or more
(U.S. Department of Education, 1992). Considering its importance, geography has been
included as a core subject area in the three most recent national education plans: America 2000,
Goals 2000, and No Child Left Behind 2001.
The first national geography standards, Geography for Life, were published in 1994 and
are being voluntarily adopted around the United States. Since the fall of 2007, the Geography
Education National Implementation Project (GENIP), Standards Content Committee, has been
reviewing and preparing the second edition of Geography for Life: National Geography
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Standards. The second edition work is focused on reviewing the six essential elements and 18
standards with special emphasis on updating the knowledge statements, student performance
statements, and exemplars that accompany each of the 18 standards to clarify both their content
and pedagogy.
Geography education in the United States is based on the first national standards from
Geography for Life, which has six essential elements (see Table 1). Two of these are named
“Physical Systems” and “Human Systems.” The other four are “The World in Spatial Terms,”
“Places and Regions,” “Environment and Society,” and “The Uses of Geography” (Geography
Education Standards Project, 1994, p. 34-35). These geography standards are benchmarks
against which the content of geography courses can be measured. Subject matter is a distillation
of essential knowledge and is the foundation for the Geography Education Standards Project
(1994).
Geography has always been a science of concepts and methods, evolving since the
beginning of time. Geography is composed of three interrelated and inseparable components:
subject matter, skills, and perspectives. Subject matter is the basis on which geographic skills
are brought to bear. Geographic skills are “(1) asking geographic questions, (2) acquiring
geographic information, (3) organizing geographic information, (4) analyzing geographic
information, and (5) answering geographic questions” (Geography Education Standards Project,
1994, p. 30).
Despite the importance of the subject, Lawton’s (1996) studies described that 66% of
high school seniors reported having no geography requirement for graduation. Many teacher
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Table 1
The Eighteen National Standards and Six Essential Elements

Essential Element

Standard

I. The World in Spatial Terms

1. How to use maps and other geographic
representations, tools, and technologies to
acquire, process, and report information from
a spatial perspective.
2. How to use mental maps to organize
information about people, places, and
environments in a spatial context.
3. How to analyze the spatial organization
of people, places, and environments on
Earth's surface.

II. Places and Regions

4. The physical and human characteristics
of places.
5. That people create regions to interpret
Earth's complexity.
6. How culture and experience influence
people's perceptions of places and regions.

III. Physical Systems

7. The physical processes that shape the
patterns of Earth's surface.
8. The characteristics, distribution, and
migration of human populations on Earth's
surface.
9. The characteristics and spatial
distribution of ecosystems on Earth's
surface.
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Table 1 – continued

Essential Element

Standard

IV. Human Systems

10. The characteristics, distribution, and
complexity of Earth's cultural mosaics.
11. The patterns and networks of
economic interdependence on Earth's
surface.
12. The processes, patterns, and functions
of human settlement.
13. How the forces of cooperation and
conflict among people influence the
division and control of Earth's surface.
14. How human actions modify the
physical environment.

V. Environment and Society

15. How physical systems affect human
systems.
16. The changes that occur in the meaning,
use, distribution, and importance of resources.

VI. The Use of Geography

17. How to apply geography to interpret
the past.
18. How to apply geography to interpret
the present and plan for the future.

Source: Geography Education Standards Project, 1994.
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education programs have also neglected to make the necessary changes to meet that new demand
(National Council of Geographic Education [NCGE], 1992). Many teachers have not taken a
geography course in their academic preparation for teaching (Gardner, 1986; Natoli, 1994).
Preservice teachers are not receiving sufficient training in geography methods. Social studies
pedagogy courses continue to concentrate on history, in large measure because methods
professors are often unfamiliar with new geography teaching techniques (Ludwig 1995).
Morrill, Enedy, and Pontius (1995) cited a survey in which 72% of 852 teachers strongly agreed
that most secondary geography social studies teachers have not received adequate training in
geography and therefore do not teach it well. The result may be that social studies teachers lack
confidence in teaching geography.
Teachers’ Self-Efficacy
Teacher efficacy has been conceptualized largely in terms of Bandura’s (1977) construct
of self-efficacy. Bandura (1986, 1997) suggests that self-efficacy consists of two dimensions
that he called “outcome expectancy” and “efficacy expectations.” The former represents a
person’s estimate of the likely consequences (impact) of performing a task at the expected level
of competence (that a given behavior or action will lead to certain outcomes), which corresponds
to the concept of General Teaching Efficacy (GTE), and which reflects a teacher’s confidence in
his/her ability to teach. The latter “efficacy expectations” is the conviction that one has the
ability, competence, and skills to successfully execute the behavior or actions required to
produce the desired outcomes and is consistent with the concept of Personal Teaching Efficacy
(PTE) that reflects a teacher’s belief that student learning can be influenced by effective
teaching.
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For decades, researchers have identified teachers’ self-efficacy as a crucial factor for
improving teacher education and promoting educational reform (Ashton, 1984; Berman et al.,
1977; Goddard et al., 2000; Rimm-Kaufman & Sawyer, 2004; Ross, 1992; Scharmann &
Hampton, 1995).
Researchers investigated preservice teachers’ efficacy beliefs and found that two factors
of general efficacy and personal efficacy were related to the teachers’ beliefs about maintaining
positive control of as well as rapport with students (Enochs, Riggs, & Shroyer, 1995; Gibson &
Dembo, 1984; Woolfolk & Hoy, 1990). Some studies discovered that personal and general
efficacy beliefs increased for the initial years, but declined after teachers started formal student
teaching (Spector, 2004; Woolfolk & Hoy, 1990).
Research Questions
The study attempted to answer the following questions with the intent of contributing to
teacher education programs and professional development to find the factors affecting geography
teachers’ self-efficacy in order to improve the effectiveness of geography teaching.
1. What is the self-efficacy of secondary history/social studies teachers regarding the
teaching of geography as indicated by personal geography teaching efficacy (PGTE) and
geography teaching outcome expectancy (GTOE)?
2. How do professional development activities (attendance at conferences, membership in
geography professional organizations) affect secondary history/social studies teachers’
self-efficacy regarding the teaching of geography as indicated by PGTE and GTOE?
3. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
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taught in other states, currently teaching geography, and type of teacher licensure) influence the
self-efficacy of secondary history/social studies teachers regarding the teaching of geography?
3a. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the PGTE?
3b. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the GTOE?
Methodology
The population for the study is secondary history/social studies teachers in Virginia.
Data were collected from 398 secondary history/social studies teachers who are teaching in A
and B counties in Virginia.
A quantitative survey research approach was employed in this study. The survey
instrument was composed of two sections. The first section consisted of demographic questions
and questions regarding aspects of preservice and in-service teacher education information. The
second section is the Geography Teaching Efficacy Belief Instrument (GTEBI), which was
modified from a Science Teaching Efficacy Belief Instrument (STEBI-A) by the researcher, to
measure teachers’ self-efficacy beliefs about geography teaching (Enochs & Riggs, 1990).
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Teacher efficacy has been defined historically as having a contextual component and a
specific subject-matter component (Tschannen-Moran et al., 1998). Some instruments were
developed to measure teacher efficacy within different specific curriculum areas. Riggs and
Enochs (1990) developed the Science Teaching Efficacy Belief Instrument (STEBI) to measure
efficacy of science teaching. STEBI has been identified as a powerful instrument for evaluating
teacher efficacy with high reliability and validity. Thereafter, this instrument has been adopted
for other subjects. Enochs, Smith, and Huinker (2000) further developed a similar instrument to
measure efficacy of mathematics teachers, and Coladarci and Breton (1997) used a modified
instrument to measure efficacy of special education teachers.
Based on the STEBI developed by Riggs and Enochs (1990), the researcher developed
the History/Social Studies Teachers’ Self-Efficacy Beliefs Regarding Geography Teaching
Efficacy Belief Instrument (GTEBI). This GTEBI was the focus in this study. It is an
instrument designed to assess the perceived efficacy of secondary history/social teachers. This
25-item survey was given to in-service teachers with levels of agreement shown from (5)
“strongly agree” to (1) “strongly disagree” on a 5-point scale. Two constructs were measured, as
defined by Bandura’s (1997) theory, a Geography Teaching Outcome Expectancy Scale (GTOE)
modified from the General Teaching Efficacy (GTE), and a Personal Geography Teaching
Efficacy Scale (PGTE) modified from Personal Teaching Efficacy (PTE).
Summary
Teacher education remains a significant issue affecting the quality of geography
instruction in the United States. Teachers’ self-efficacy has been identified as a crucial factor for
improving teacher education and promoting educational reform. This study intended to develop
a better understanding of the relationships between teacher education programs and secondary
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history/social studies teachers’ self-efficacy regarding teaching geography. Those factors that
possibly influence geography teachers’ self-efficacy were explored in this study. They are
gender, age, race, teaching subject, number of geography courses, number of weeks for
internship, years of teaching experiences, number of schools where taught, taught in other states,
currently teaching geography, and the type of teacher licensure.
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CHAPTER 2. REVIEW OF THE LITERATURE

Introduction
The purpose of this study was to examine secondary history/social studies teachers’
self-efficacy regarding the teaching of geography. The following literature review provides an
understanding of teacher education in the United States and the theoretical research on
self-efficacy. A number of research areas were relevant to this study; they include: teacher
efficacy, teacher preparation, undergraduate programs, graduate programs, alternative certificate
programs, professional development, stages of professional development, social studies teacher
education, and geography teaching. In reviewing literature on teacher education for social
studies teachers’ self-efficacy on geographical teaching, several themes related to this study
emerged. The literature is presented in four categories: (a) teacher education, (b) history/social
studies teacher education in geography, (c) pedagogical content knowledge, and (d) self-efficacy.
A variety of databases were used to investigate the existing literature that pertains to this
project. The ERIC Index to Educational Materials was the first database that was searched for
information. Additional databases that were utilized include: ABI/Inform, Dissertations
Abstracts Online, Inter-university Consortium for Political Social Research (ICPSR), Info Trac
OneFile, JSTOR, PsycInfo, PsychArticles, Sociological Abstracts, First Search, and Google
Scholar.
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Teacher Education
Like other professionals who possess a body of knowledge unique to their profession,
teachers need to master the essential content, skills, and strategies required for effective teaching.
Thus, the goal of teacher education programs across the country is to provide prospective
teachers with the knowledge, skills, and strategies necessary for effective and exemplary
teaching (cob, Darling-Hammond, & Murangi, 1995).
In the United States, each state is responsible for initial credentialing of its teachers.
Some states refer to this initial credential process as licensure. Licensure requirements vary
greatly across the states, depending on local needs and available resources (Kirby, McCombs,
Barney, & Naftel, 2006). Historically, teacher certification (the legal right to teach) began as an
oral test given by local authorities. This was gradually replaced in the first half of the 20th
century by the awarding of teaching certificates by approved university/college programs. In the
1980s, university/college programs were augmented by teacher competency tests such as the
National Teacher Examinations (Kirby et al., 2006).
Teacher education has been criticized by educators for decades as a weak intervention in
the life of a teacher. Critics of teacher education programs have noted that the curriculum was
not comprehensive and did not prepare prospective teachers adequately (Darling-Hammond,
2006). Studies indicated that teacher education programs are barely able to have an effect on the
ideas and behaviors teachers bring with them into the classroom from their own days as students
Darling-Hammond (2006). Since normal schools for training teachers were incorporated into
universities in the 1950s, many complaints have revolved around the perceptions of program
fragmentation, weak content, poor pedagogy, disconnection from schools, and inconsistent
oversight of teacher-in-training (Clifford & Guthrie, 1988; Goodlad, 1990).
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Reforming Teacher Preparation
Over the past decades, teacher educators and state licensure agencies responded to the
cries for reform to improve teacher education programs (Buttery, Haberman, & Houston, 1990).
One major reform, described by the Holmes Group (1986) in Tomorrow’s Teacher, was to
extend teacher education beyond 4 years and to move much of the professional preparation to the
graduate level. The report of the Holmes Group recommended that following the BA/BS degree,
teachers should enroll in professional education leading to a master’s degree. This report
developed a common agenda creating new professional examinations for entry into the
profession, and connecting higher education institutions to schools, through the progress of
professional development schools.
A Nation Prepared: Teachers for the 21st Century (Carnegie Forum on Education and the
Economy, 1986), like the Holmes Group report, also recommended moving teacher preparation
to the graduate level. In its 1986 report, the Carnegie Forum’s Task Force on Teaching as a
profession (made up of business and government leaders and union and school officials) called
for sweeping changes in education policy. Among eight recommendations for the preparation of
new teachers, two stand out:
(1) require a bachelor’s in the arts and sciences as a prerequisite for the professional
study of teaching; and (2) develop a new professional curriculum in graduate schools of
education leading to a Master in Teaching degree, based on systematic knowledge of
teaching, internships, and residencies in the school. (Long & Riegle, 2002, p. 146)
This report on teacher education reform was meant to enable teacher preparation programs to
aspire to higher standards and to assume responsibility for certifying teachers.
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The National Commission on Teaching and America's Future (NCTAF) (1996) published
What Matters Most: Teaching for America's Future. This report emphasized the importance of
long-term teacher preparation programs based on teachers and the quality of teaching as the core
of student performance. The commission reported that only if teachers have appropriate access,
knowledge, skills and continuous learning opportunities, new curriculum, standards,
resources/materials, assessments, methodologies, and technology, could reforms have much
impact. In addition, teachers require time for reflection, mentoring relationships, collegial
interaction, expert role models, and ongoing professional development for any of these changes
to be effective. Five major recommendations offered from this report include: (a) a more serious
approach to standards for both students and teachers, (b) a reinvention of teacher preparation and
professional development, (c) better teacher recruitment and placing qualified teachers in every
classroom, (d) encouragement and reward for better teacher knowledge and skill, and (e) the
creation of schools that are organized for student and teacher success (NCTAF, 1996).
Results of these reports indicated that a 4-year teacher education program was not enough
to prepare teachers effectively. Suggested reforms included increasing or decreasing
requirements for state licensure, creating 5-year programs, implementing rigorous program
requirements, and enhancing evaluation schemes.
More recently, scholars have paid more attention to subject-area knowledge of teachers.
Darling-Hammond and Baratz-Snowden (2005) stated that an effective teacher should have a
good understanding of how to deal appropriately with the triangle: learners, subject matter, and
teaching. They emphasized that “teachers must know the subject matter they will teach and
understand how to organize curriculum in light of both students’ needs and the schools’ learning
objectives” (Darling-Hammond & Baratz-Snowden, 2005, p. 14). Darling-Hammond and
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Baratz-Snowden discuss subject matter in terms of what to teach and why, or “curricular content
knowledge” in Shulman’s (1987) words.
Researchers have found that the enhancement of teachers’ subject knowledge has been
seen as the key to the development of effective subject teaching (Smith & Neale, 1989; Summers
& Kruger, 1994). Teachers’ subject knowledge is an important foundation for effective practice
and professional identity. The importance of subject specific knowledge (knowledge of content)
as the basis of good teaching practice is widely acknowledged (Pollard, 2002). It is essential for
teachers to have good content knowledge in order to feel competent. Good geography teaching
requires a complex level of subject knowledge. Without this understanding, teachers are not
going to be in a position to identify key geographical ideas, ask appropriate geographical
questions, recognize misconceptions in students’ knowledge or show confidence in their
geography teaching. Rynne and Lambert (1997) found that if geography teachers are unable to
overcome any perceived lack of competence or confidence to teach a particular topic, it is likely
they will choose not to teach it.
The No Child Left Behind Act (NCLB) has responded to this research by requiring new
teachers to demonstrate competency in their subject areas in order to be considered highly
qualified. In 2000-2001, a total of 32 states required teacher candidates to undergo academic
content assessment for certification or licensure. States often require teachers applying for
licensure to take a battery of assessments to measure a range of knowledge and skills (U.S.
Department of Education, 2002).
Types of Teacher Preparation Programs
Teacher preparation in the United States is very diverse. It takes place in local and
institutional communities where program components and structures interact with one another.
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Teacher preparation program components and structures are further influenced by the ability and
experiences that future educators bring and take from these settings, and their processes for
communicating. Teacher preparation is affected as well by local and state political conditions,
which create their own accountability demands and other constraints and possibilities (Lassonde,
Michael, & Rivera-Wilson, 2008). Many different types of programs for the initial preparation
of teachers have been reported, and nearly all institutions surveyed by the Center for Education
Information (CEI) have more than one type (Feistritzer, 1999).
There are four types of certification programs in teacher education: an
undergraduate-level teacher education program, which is a Bachelor of Science/Arts (BS/BA)
degree; an extended (5-year) program, which leads to a bachelor’s and master’s degree; a
graduate-level teacher education program, which includes a Master in Education (M.Ed), a
Master of Arts in Teaching (MAT), or a Master in Teaching (MT) degree; and an alternative
certification program, which allows individuals, usually those who have degrees already, to enter
the teaching force without having to duplicate much of their study (Arends & Winitzky, 1996;
Houston, 1990). Alternative programs can range from fifth-year master’s degrees, to 1-year
internships, to highly selective 6-week summer programs, to nonselective summer programs.
Undergraduate-level teacher education programs. In some institutions, the bachelor’s
degree for teachers is offered by colleges of arts and sciences, where students meet the general
education requirements of the institution, complete a major (as defined by the institution), and
required teacher education coursework. Since World War II, the bachelor’s degree has been
required for a teaching certificate in the United States (Long & Riegle, 2002). This degree
requires 120 to 130 semester hours of study and can be completed in 4 years of full-time study
(Arendt & Winitzky, 1996).
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Extended (5-year) teacher education programs. In an extended, or 5-year, program,
students begin their professional work as undergraduates and continue through a fifth year of
professional study and supervised internship. Most extended (5-year) programs culminate in a
master’s degree and certification, but some end only in certification (Houston, 1990).
Supporters argue that the extended (5-year) structure offers a more flexible framework
and results in better integration of theory and practice and integration of the content major with
pedagogy. The extended time frame allows the possibility of greater emphasis on academic
preparation and fieldwork and has encouraged some rethinking of the professional sequence
(Denemark & Nutter, 1984; Scannell, 1987; Weinstein, 1988).
Graduate-level teacher education programs. Some schools have extended teacher
education programs to a fifth year and offer a Master of Science in Teaching or Master of Arts in
Teaching degree to successful graduates. Since the 1960s, the MAT degree has been popularized
and expanded at several prestigious institutions, such as Harvard and Yale. MAT programs were
confined originally to teacher candidates who had bachelor’s degrees in an appropriate major (or
had undergraduate coursework equivalent to that major) for an initial certification program and
who wanted to teach in secondary schools. Most of these yearlong programs consisted of
15-credit hours of graduate coursework in the teaching field, two or three courses in education
(methods and human development) and a semester-long internship (Houston, 1990).
Additionally, the Master in Teaching (MT) degree, like the MAT degree, is designed for
students who have completed a bachelor’s degree including undergraduate core education course
requirements and who wish to qualify for a teaching license. A third type of graduate teacher
education program is designed for the experienced teacher who already holds certification. The
Master of Education (M.Ed.) requires experienced teachers to meet the standards of graduate
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studies (Darling-Hammond, 2006). The MT degree is awarded only to students who complete
the university’s teacher education program, thus allowing the university to maintain the
traditional M.Ed. and MS degrees for experienced teachers who have completed advanced
programs in particular fields such as educational leadership, curriculum and instruction, or
school psychology (Darling-Hammond & Berry, 2006).
Alternate routes to teacher certification. The term “alternative teacher certification”
has been used historically to refer to a variety of avenues to becoming licensed to teach. These
teachers begin teaching with a bachelor’s degree, but without having completed education
classes. They are granted provisional licensure from the State Department of Education and are
given 1 to 3 years to complete state requirements for certification (Grossman & Loeb, 2008).
Every state in the nation is now taking seriously the challenge to create alternatives to the
traditional undergraduate college teacher education program route for certifying teachers. In
1983, eight states began implementing alternative routes to teacher certification. By 2007, 50
states and the District of Columbia reported at least some type of alternate route to teacher
certification. Based on data submitted by the states, the National Center for Education
Information (NCEI) estimates that approximately 59,000 individuals were issued teaching
certificates through alternative routes in 2005-2006, an increase of over 39,000 in 2003-2004,
and 50,000 in 2004-2005. Nationally, approximately one-third of new teachers being hired are
coming through alternative routes to teacher certification (NCEI, 2007).
Professional Development
Teacher’s professional development is “the professional growth a teacher achieves as a
result of gaining increased experience and examining his or her teaching systematically”
(Glatthorn, 1995, p. 41). The professional development of teachers is a lifelong process.
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Professional development includes formal experiences (such as attending workshops and
professional meetings, mentoring, etc.) and informal experiences (such as reading professional
publications, watching television documentaries related to an academic discipline, etc.) (Ganser,
2000).
Whitcomb, Borko, and Liston (2009) highlight several features to guide the design of
professional development programs and research; namely, that professional development
programs be situated in practice, focused on student learning, embedded in professional
communities, sustainable and scalable, and both supported and accompanied by carefully
designed research. They further suggest that professional programs are worthy of consideration
as the teacher education community moves forward with an agenda to provide high-quality
learning experiences for teachers and to conduct research on their effectiveness.
Stages of professional development. Teachers experience different stages of their
development at different times in their career. Each stage of teachers' professional development
should be considered because every new teacher enters the profession with varied characteristics
and may be presented with different opportunities. A number of stage theories and models have
been described about teachers’ development (Berliner, 1994; Feiman-Nemser, 1983; Fuller,
1969; Richardson & Placier, 2001; Sprinthall, Reiman, & Theis-Sprinthall, 1996), as well as the
course of their careers (Huberman, 1989).
Drawing upon a review of studies of teachers’ concerns, Fuller (1969) proposes, in her
concerns model, that the professional focus of interns shifts from one concern to another in a
systematic fashion as they progress through teacher training. In the first stage, they want to be
accepted by their pupils and colleagues and to be evaluated favorably by their superiors; the
focus is on their own adequacies. The second stage is characterized by concerns about the
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pressures and tasks of teaching such as class size, noninstructional duties, and institutional
rigidity. The third stage concerns focus on the scholastic and affective impact that they have on
pupils (Fuller, 1969). This concerns model is a framework that has been used to understand
teacher education from the point of view of preservice teachers (Hall, 1985).
Teacher development in communities of practice. Learning to teach has also been
informed by theories of learning in a community. Wei, Darling-Hammond, Andree, Richardson,
and Orphanos (2009), in the School Design Network, suggested “the content of professional
development is most useful when it focuses on concrete tasks of teaching, assessment,
observation, and reflection” (Wei et al., 2009, p. 3). While practice-based communities are
described as one type of learning communities by Riel and Polin (2004), the term is also used
interchangeably with learning communities. Wenger, McDermott, and Snyder (2002) describe
the communities of practice as groups of people who share a concern, a set of problems, or a
passion about a topic, and who deepen their knowledge and expertise in this area by interacting
on an ongoing basis (p. 4). Recent theoretical and empirical work indicates that communities of
practice can play a central role in enhancing teachers' professional knowledge and improving
their practice (Grossman, Wineburg, & Woolworth, 2001; Little, 2002). Professional
development experiences are particularly effective when situated in a collegial learning
environment, where teachers work collaboratively to inquire and reflect on their teaching. For
example, Sargent and Hannum's (2009) study of professional learning communities in rural
China uses survey data collected in primary schools to investigate the cultural and institutional
features of China's approach to organizing teacher learning, even when resources are constrained.
Findings indicate that professional learning communities penetrate to some of China's most
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resource-constrained schools but that their nature and development are shaped by institutional
supports, principal leadership, and teachers' own initiative.
Cochran-Smith and Lytle (1999) explain that teacher development within learning
communities emphasizes the importance of a particular kind of knowledge of development:
knowledge that is developed within both teaching contexts and professional contexts.
They describe three approaches to professional development: (a) “knowledge-for-practice,”
which assumes that university-based researchers generate formal knowledge and theory for
teachers to use in order to improve practice; (b) in “knowledge-in-practice,” some of the most
essential knowledge for teaching is perceived as practical knowledge, or knowledge that is
embedded in practice; (c) “knowledge-of-practice” suggests that knowledge is not divided into
formal and practical knowledge. Teachers gain knowledge for teaching when they have the
opportunity to reflect on their practice and use a process of inquiry in their own environments to
learn more about effective teaching.
Research on Teacher Education
In the United States, teachers enter the field from different programs and pathways,
which vary in their amount and focus of course work, their required experiences in classrooms,
their recruitment and selection criteria, and their costs (Grossman & Loeb, 2008). About half of
all teachers (48%) in the United States hold a master’s degree, and the number of teachers with
master’s degrees has nearly doubled in the last 50 years (U.S. Department of Education, 2007).
The percentage of teachers holding a master’s degree reaches as high as 78% in New York,
where the state requires that teachers seeking the highest level of licensure hold such a degree.
Over the past decade, numerous studies have investigated whether and how teacher
education makes a difference in teachers’ practice, effectiveness, entry, and retention in teaching.
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Darling-Hammond (2000a) indicated that beginning teachers who have experienced different
teacher education programs or pathways into teaching feel differently about their preparation to
teach. This study also reported that teachers’ ratings of their overall preparedness are
significantly related to their sense of efficacy about whether they are able to make a difference in
student learning. Graduate students are held to a higher standard than undergraduate students.
Graduate students are expected to have better teaching skills and more in-depth and applied
knowledge. However, mixed results indicated there are controversies about whether different
teacher education programs are able to make a difference in preparing teachers.
Some educational researchers support the idea that all teachers should have a master’s
degree in education because this ensures that they will have the knowledge and skills necessary
to teach effectively. Many researchers reported superior results for master teacher education
program graduates. White (1987) compared graduates of a 4-year and 5-year program graduated
from Austin College in Sherman, Texas. The finding of this study indicated that 5-year program
graduates were better prepared than 4-year program graduates in such areas as classroom
management, instructional planning, individualizing instruction, and creativity. Denton and
Peters (1988) also reported positive results for a fifth-year extended program that drew heavily
on product-process research in planning training experiences for participants. Arch (1989)
reported on a comparison of students who prepared for initial certification either through a
traditional 4-year program or a graduate level teaching program. Arch’s results show that
preservice teachers who were in the graduate-program received higher ratings from their
supervisors than those enrolled in the 4-year program.
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Andrew (1990) conducted a study to compare the differences between graduates of
4-year programs and 5-year programs. Findings of the study reported that graduates of the
5-year program feel more confident at the end of their teacher preparation programs, and they
judged their teacher preparation as better. This study also indicated that a higher percentage of
5-year program graduates than 4-year program graduates actually went into teaching (93%
versus 83%) and remained in teaching.
A further study was conducted to discuss the differences between graduates of 4-year and
5-year programs (Baker & Andrew, 1993). This was a comprehensive survey of approximately
3,000 1985 to 1990 graduates of 11 teacher education programs in the Northeast, Southeast,
Midwest, and Southwest. Results suggested that graduates of 5-year programs were more likely
to remain in teaching although both 4-year program and 5-year program graduates were
academically well prepared, highly regarded by their principals, had a strong commitment to
teaching, favored nontraditional teaching methods and had a strong sense of efficacy.
Considering entry-level requirements generally were set at higher levels for 5-year than
for 4-year program participants, observed differences may not be attributed confidently to
program differences. It may be that the critical variable here was the generally superior
academic capabilities of those enrolled in the 5-year programs. Kluender (1989) conducted a
study in which requirements for entry into both programs were held constant to investigate the
relative impact on a number of behaviors associated with teachers’ observational skills, planning
skills, and familiarity with instructional techniques of an extended elementary teacher
preparation and a traditional 4-year program. Results indicated that students in the extended
program reflected more sophisticated thinking and included more specific comments in journals
kept throughout the preparation program. On a final test focusing on various dimensions of
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classroom pedagogy, extended-program learners scored significantly higher than 4-year program
students on the test as a whole and significantly higher on every subsection of the test. Finally,
extended program students developed lesson plans that were richer in detail, more varied in their
suggested instructional approaches, and more generally sensitive to the instructional content than
their 4-year program counterparts.
Although evidence for the efficacy of 5-year programs is strong, some studies indicated
that there is no clear evidence that any one program (e.g., 4-year vs. 5-year) makes a difference.
Cochran-Smith and Zeichner (2005) indicated that different teacher education programs (e.g.,
4-year or 5-year) are not likely to make a difference. Roza and Miller (2009) indicated similar
results that a master’s degree in education bears no relation to student achievement. In addition,
Schlechty, Vance, and Weaver (1983) reported that academically superior teachers (holding a
master’s degree) were more likely to leave teaching than their less academically talented
counterparts.
This finding is contrary to an earlier report by Andrew (1990) that 5-year program graduates are
more likely to remain in teaching than 4-year program graduates.
Geography in History/Social Studies Teacher Education
Geography in History/Social Studies Education
Social studies is a course of study taught in K-12 across the United States. Social studies
is defined as “the integrated study of the social sciences and humanities to promote civic
competence” (National Council for the Social Studies [NCSS], 1994, p. vii). Within the school
curriculum, social studies includes various fields, such as sociology, history, political science,
economics, religion, geography, anthropology, and civics (NCSS, 1994). NCSS (1994)
described “the primary purpose of social studies is to help young people develop the ability to
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make informed and reasoned decisions for the public good as citizens of a culturally diverse,
democratic society in an interdependent world” (p. vii). This requires that students learn both a
body of knowledge and how to think flexibly and act responsibly to address civic issues in a
diverse world.
For decades, the NCSS has developed standards for the preparation of social studies
teachers in both general social studies and each single field contained in social studies. Subject
matter standards and pedagogical standards are two types of social studies standards. Subject
matter standards outline the social studies content, skills, and disposition students should posses
in some detail. Pedagogical standards generally outline the pedagogical knowledge, skills, and
dispositions needed for general teacher effectiveness (NCSS, 1994).
Geography is found throughout the school social studies curriculum. It appears both as
independent courses and as a subject integrated with other areas. Bednarz, Downs, and Vender
(2003) identified three different curricular models of geography education in the United States.
The first model, geography as a component of social studies, shares time with history,
economics, political science, and other social sciences. Considering geography exists as a
separate and parallel subject in this model, the state decides the extent to which national
geography standards should be linked, but geography is taught and assessed within the realm of
social studies. The second model is called the histocentric model because geography is relegated
to secondary status, and history drives the content and perspective. In a third model, geography
is viewed as an independent, stand-alone subject. Both the second and third models exist in
Virginia. There is a stand-alone high school geography course in Virginia and there is a World
Geography Standards of Learning (SOL) exam in Virginia.
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State standards follow the general guidelines provided by the five themes in Geography
for Life, which are the first national geography standards in response to the Goals 2000: Educate
America Act (Geography Education Standards Project, 1994). As an educational framework for
teaching geography, the geography standards consist of two levels. At the first level, the subject
matter of geography is divided into six essential elements. At the second level, each essential
element contains a number of geography standards, and each geography standard contains a set
of related ideas and approaches to the subject matter of geography (Geography Education
Standards Project, 1994). Anthamatten reported that
standards related to geography for K-12 education can be found in 48 states while much
of the integration of geography into standards is found embedded in social studies or
earth science courses, 28 states utilize standards specific to a geography curriculum for
all grade levels. (cited in Segall & Helfenbein, 2008, p. 261)
However, each state has different curriculum standards and required coursework in
teacher education programs. The Virginia Department of Education has provided the History
and Social Science Standards of Learning Curriculum Framework, which outline the knowledge
and skills in geography that should be mastered by students at each grade level. But, local
school divisions have considerable control over the curriculum, so some offer a freestanding
geography course at the secondary level and some do not. The Virginia state-recommended
sequence of courses is as follows:
•

In grades K-3, the SOLs identify geography as a separate instructional strand.

•

In grades 4-7, geography content is integrated into other history and social science
courses.
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•

In grades 8-10, geography is (a) identified as a subject called world geography, and
(b) integrated into the two world history courses: World History to 1500 AD and
World History since 1500 AD.

•

In grades 11-12, some geography is integrated into Virginia and U.S. History and
Virginia and United States Government (Virginia Department of Education, 2008).

Geography in Teacher Education
As a critical role in education, teachers are expected to demonstrate the ability to promote
learning in classrooms with students and to be able to document the degree to which those
students learned the content and skills taught. Therefore, social studies teachers need to be
prepared to help their students meet the demands of the social studies curriculum standards. All
states require that certified teachers at a minimum have a bachelor’s degree. Additionally, some
states have undergraduate credit hour requirements for certification in specialty areas. However,
the social studies are so complex, teacher education candidates are not expected to know all
content in all areas applicable to the social studies, nor are they expected to be assessed on their
ability to fulfill every indicator of every standard (Adler, Dougan, & Garcia, 2006).
To ensure teaching effectively, Boehm et al. (1994) indicated that at least 24 hours of
geography is needed for certification at the 7 through 12 grade levels. In addition, a similar
suggestion was given by the Geography Education National Implementation Project (GENIP) in
Defining a Highly Qualified K-12 Geography Teacher in which the suggested minimum
requirement is 30 credit hours of geography for high school (grades 9-12) teachers, 15 credit
hours for middle school (grades 6-8) teachers, and 9 credit hours for elementary school (grades
K-5) teachers (GENIP, 2006).
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To become a certified history/social studies teacher in Virginia, preservice teachers are
required to fulfill all prerequisite coursework, teacher preparation, and testing requirements. The
Virginia Department of Education (2008) requires nine semester hours of geography to teach
secondary social studies.
Neither geography learning nor geography teaching is an easy task. For example, map
skills are important for students’ geographic literacy. Maps are the foundation of understanding
about places around the world, and knowing how maps represent the surface of the earth is a skill
within the discipline of geography (Geography Education Standards Project, 1994). In
geography education, students do not just memorize places of the world by using maps, but learn
about faraway places through maps, and use these representations to discuss such topics as
climate, vegetation, landforms, settlement patterns, language, culture, economic, politics, and
history among other themes. Geography is an integrative science, which requires students to
have higher order thinking skills. Both the National Assessment of Educational Progress
(NAEP) and the National Geography Standards have labeled the concept of map projections as
important for students to understand (Anderson & Leinhardt, 2002; Geography Education
Standards Project, 1994). However, many students lack these map skills. Downs and Liben
(1991) demonstrated that understanding maps as representations of the surface of the earth is a
cognitively complex task that needs teachers’ instruction. Even for college students, it is not
easy to understand the simplest cases of shadow projections, and the performance varies widely
across individuals (Anderson & Leinhardt, 2002; Downs & Liben, 1991).
In order to teach geography effectively, teachers should be trained successfully.
However, in general, teachers demonstrated incomplete, fragmented geographic knowledge
(Klein, 1997). Studies on maps, place location, and concepts of physical geography have shown
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that preservice teachers hold misconceptions of geography concepts and teachers’
understandings of geography and geography education were limited to place names and location
in teaching of geographic relationships and in fact, some teachers often scored no better than
their future students (Klein, 1997).
Inadequate geography education has been a major problem for the majority of K-12
students and among many of the social studies teachers (Bednarz, Bockenhauer, & Walk, 2005;
Gilsbach, 1997). Some researchers reported that geography teachers are not adequately trained
for the classroom because many states do not even require geography coursework in teacher
preparation programs (Bednarz et al., 2004; Boehm et al., 1994; Gregg & Leinhardt 1994;
Roberts 1997). Social studies teachers are often certified in areas other than geography; they
may only be required to take a course or two in geography (Kenreich, 2004).
Professional Development and the Geography Alliance Network
Guskey (2002) stated, “High quality professional development is a central component in
nearly every modern proposal for improving education” (p. 381). Many researchers have
indicated that effective professional development can lead to teacher learning and improvements
in classroom practice (Borko, 2004; Borko & Putnam, 1995; Desimone, Porter, Garret, Yoon, &
Birman, 2002).
In 1986, a national professional development network, the Geographic Alliance, was
created for K-12 teachers, college geographers and educators, school administrators, and others
to improve and promote geography education. The Geographic Alliance Network (GAN) has
been active in all 50 states as well as the District of Columbia and Puerto Rico, and it also has
established a strong presence in Canada. The Geographic Alliance is active in Virginia and in
the Richmond area.
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The primary purpose of these geography alliances, then and now, is to provide
professional development to geography teachers in each state. Since the release of the
Geography National Standards in 1994, members of state alliances have worked to implement
them by serving on state and local standards and assessment-writing committees (Vender, 1999).
The GAN as a means of professional development has helped geography teachers with content
knowledge and teaching methods (Englert & Barley 2003; Jurmu, Jurmu & Meyer 1999;
Kenreich, 2004). The GAN provides support for teachers’ professional development,
development of classroom materials, and efforts to make geography a part of state and local
curricula. In addition, these alliances work to promote geography education at local, state, and
national levels with other educational partners (Englert & Barley, 2003).
The alliance network has been recognized by state and federal education agencies as a
model for professional development, and has been successful in changing how teachers teach
geography, their understanding of the discipline, and the status of geography in different states
(Bockenhauer, 1993; Cole & Ormrod, 1995; Grosvenor, 1995; Lockyear, 1997; Vender 1999).
Alliance Summer Geography Institutes (ASGI), an intensive professional development program,
is offered by the state alliances. Numerous studies have been conducted on the effectiveness of
the Geography Alliance’s professional development programs on teachers’ perceptions,
instruction, and student understanding of geography and student achievement.
Studies show that, in many cases, teachers do alter their classroom instruction and
become highly qualified geography teachers as a result of attending ASGI training (Hill &
Lockyear Collop, 1998; Teseniar, 1998). Researchers found that teachers did employ strategies,
methods, and materials developed and distributed by the Geographic Alliance. Teachers felt
better prepared in terms of content and pedagogy, which led them to reflect on their practice
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(Bober, 2004; Jurmu et al., 1999; Widener, 1996). ASGI training helped teachers develop a
more comprehensive and integrative perception of geography education in terms of geography
curricula and methodology as well as personal knowledge (Berry, 1992; Teseniar, 1998). ASGI
training showed that the vast majority of teachers change their beliefs and practices, and that the
confidence levels were higher (Cole & Ormrod, 1995; Kenreich, 2004). Teachers’ confidence
with geography content increased, and the teachers reported spending more instructional time on
geographic concepts and skills and utilizing geographic sources more frequently.
Other studies showed that students in schools are directly impacted by the ASGI. Studies
indicated that students who had alliance team teachers performed statistically significantly higher
on NAEP tests. Students had higher levels of competency in geography related to understanding
U.S. geography, reading maps, and drawing and interpreting maps (Englert & Barley, 2003;
Libbee, 2001; Mid-Continent Research on Education and Learning, 2000; Widener, 1996).
Although overall prior research suggests that attending sustained professional
development programs that emphasize content knowledge have significantly changed teachers’
attitudes towards their content knowledge preparation, there are some exceptions to those results.
Klein (1997) and Wolfe (2002) found that ASGI training did not necessarily lead to changes in
teacher beliefs, knowledge, or student achievement.
Pedagogical Content Knowledge
In order for teachers to teach in meaningful, conceptual manner, the teachers should
possess the deep content knowledge of the subject matter and the pedagogical skills necessary to
translate the knowledge into sound instruction.
Many studies (Calderhead, 1996; Carter & Doyle, 1987; Cochran-Smith & Lytle, 1999;
Fennema & Franke, 1992; Leinhardt & Smith, 1985; Rahilly & Saroyan, 1997; Shulman, 1986,
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1987) have been conducted primarily at the K-12 level on the teacher knowledge base (i.e., the
types of knowledge needed for teaching). Shulman (1987) articulated a framework for teacher
knowledge that included content, context, general pedagogy, curriculum, learners, educational
ends, and pedagogical content knowledge. Shulman (1987) examined the ways in which
teachers communicate their understanding of academic content to students. According to
Shulman, the most important kind of content knowledge is pedagogical content knowledge,
defined as “that special amalgam of content and pedagogy” (p. 8). The term Pedagogical
Content Knowledge (PCK) describes the coalescence of three kinds of knowledge considered
essential to effective teaching; knowledge of content, students, and pedagogy (Shulman, 1986).
PCK includes knowledge about what is to be taught (curricular content); knowledge about who is
to be taught (students); and knowledge about how to teach (pedagogy).
Although the development of effective subject teaching is seen to be the key to the
enhancement of teachers’ subject knowledge (Smith & Neale, 1989; Summers & Kruger, 1994),
many research results in geography education do not explicitly indicate a correlation among a
teachers’ subject area knowledge, the inclination to teach that subject, and the quality of
instruction (Barrett Hacking, 1996; Wolfe, 2002), although some research indicates different
results (Gandy & Kruger, 2004; Gregg & Leinhardt, 1994). For example, as the 2001 NAEP
illustrates, students of teachers with less preparation in geography sometimes did as well as or
better than students whose teachers took more courses in geography. It is now accepted that it is
not sufficient to have a subtle and detailed knowledge of a subject alone, but that teachers also
need to combine this “with a complex array of various types of knowledge to promote learning, a
combination known as pedagogical content knowledge” (Parker, 2004, p. 832).
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Shulman’s (1986) conception of pedagogical content knowledge suggests that teaching
any subject is about more than knowing content and developing generic teaching skills.
Teachers must have the skills to be able to transform particular subject matter into a meaningful
curriculum. Researchers have documented that beginning teachers need to develop professional
knowledge (Shulman, 1987; Turner-Bisset, 1999); and they indicated that subject content
knowledge and pedagogical content knowledge are those that are pertinent to an understanding
of subject teaching.
These theories are consistent with the Learning Principles for Teacher Development
developed by Hammerness et al. (2005). Considering it is not easy to help teachers become
adaptive experts who are able to engage in effective lifelong learning, researchers discussed
research and theory relevant to key learning principles for helping teachers learn to teach and to
improve their practices throughout their lives. They describe:
To develop competence in an area of inquiry that allows them to ‘enact’ what they know,
teachers must (i) have a deep foundation of factual and theoretical knowledge, (ii)
understand facts and ideas in the context of a conceptual framework, and (iii) organize
knowledge in ways that facilitate retrieval and action. A ‘metacognitive approach to
instruction can help teachers learn to take control of their own learning by providing tools
for analysis of events and situations that enable them to understand and handle the
complexities of life in classrooms. (Hammerness et al., 2005, p. 366)
Hammerness et al. (2005) also indicated that three widely documented problems should
be considered in order to help teachers learn to teach. First of all, learning to teach requires that
new teachers come to think about teaching in ways different from what they have learned from
their own experience as students. These experiences have a major effect on preconceptions
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about teaching and learning that new teachers bring to the task of becoming professionals.
Secondly, helping teachers learn to teach more effectively requires them not only to develop the
ability to think like a teacher but also to put what they know into action. Teachers need not only
to understand but also to do a wide variety of things, many of them simultaneously. As Simon
(1980) mentioned, “knowing that” and “knowing why and how” is different. Finally, teaching is
a complex and hard profession, helping teachers learn to think systematically about this
complexity is very important. Teaching should be different with the changing world. What
teachers do will still be influenced by changing student needs and unexpected classroom events.
Teachers need to develop metacognitive habits of mind that can guide decisions and reflect on
practice in support of continual improvement (Hammerness et al., 2005).
“Effectiveness in teaching resides not simply in the knowledge a teacher has accrued, but
how this knowledge is used in the classroom” (Hill, Rowan, & Ball, 2005, p. 375). In geography
instruction, procedural knowledge and conceptual knowledge have very different consequences
for understanding geography. Conceptual knowledge as described by Hill et al. (2005) pertains
to the relationships and interconnections of ideas that allow learners to construct meaning for the
subject matter procedure encountered. Teaching for conceptual understanding is the goal of
subject-matter education, but procedural knowledge remains the dominant approach in education
(Battista, 1999). Procedural knowledge is knowing how to control the relevant factors for
examining some phenomenon (Reber & Reber, 2001), performing a certain task or completing
an activity. Procedural knowledge also means knowing the method of manipulating a specific
condition or the technique for implementing a task. Teaching geography requires teachers to
focus instruction both on what an atlas is (conceptual knowledge) and how to use an atlas
(procedural knowledge).
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The reasons why social studies teachers did not have adequate conceptual training for
effective geography instruction are not only due to the lack of adequate training/certification in
geography, but also are due to the lack of introductory courses in geography (Gilsbach, 1997;
Kaufman, 2004; McMillen Seastrom, Gruber, Henke, McGrath, & Cohen, 2002; Zam &
Howard, 2005). It seems unreasonable to suggest that changing K-12 geography education
simply requires teachers to take more geography courses (Rallis & Rallis, 1995). It requires
rethinking the nature of teachers’ preparation in geography courses and moving away from the
recall of factual knowledge as the benchmark of assessing preservice teachers’ geographic
expertise to the higher order thinking skills.
Self-Efficacy
Bandura (1977) defined personal self-efficacy as a person’s perception of his or her
ability to perform a behavior. Tschannen-Moran et al. (1998) further defined self-efficacy as an
“influence on how much effort people put forth, how long they will persist in the face of
obstacles, how resistant they are in dealing with failures, and how much stress or depression they
experience in coping with demanding situations” (p. 203). Self-efficacy is a strong determinant
in the accomplishments a person will attain (Soto & Goetz, 1998). It is the perceived efficacy
that predicts the goals people will set for themselves and their successes.
Bandura (1997) found that only if people believe in themselves and their abilities are they
likely to empower others so that they can successfully handle the challenges that have confronted
them. The higher a person’s self-efficacy, the more likely he or she will be to succeed since
self-efficacy beliefs are active contributors to personal attainment (Ormrod, 2004). Low
self-efficacy leads people to believe that situations are tougher than they really are and promotes
an increase in stress and depression (Soto & Goetz, 1998). One who has a tenacious belief in
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his/her ability will persevere in spite of difficulties and obstacles. A difficult task is viewed as a
challenge to be mastered rather than a threat. In the face of failures a person with a high sense of
self-efficacy will invest even more effort in the task (Bandura, 1997).
Teacher Efficacy
Examination of self-efficacy in relation to teaching has been the focus of study by several
researchers (Enochs & Riggs, 1990; Gibson & Dembo, 1984; Guskey, 1988). Teacher efficacy
was first defined by the RAND organization as “the extent to which teachers believed they could
control the reinforcement of their actions, that is, whether control of reinforcement lay within
themselves or the environment” (McLaughlin & Marsh, 1978, p. 84). The RAND study of
reading programs employed in Los Angeles schools found strong correlations between reading
achievement of minority students and the summed scores on two questionnaire items about
self-efficacy of their teachers (Armor et al., 1976). One item measured a teacher’s belief about
whether environmental factors have a greater influence on students’ motivation and performance
than do teachers. This belief has come to be referred to as general teaching efficacy (GTE). The
second questionnaire item measured a teacher’s confidence that his or her individual efforts and
abilities as a teacher could reach even the most unmotivated or difficult students, and it has come
to be known as personal teaching efficacy (PTE). A high personal teaching efficacy indicates
that a teacher feels confident in his or her ability and that he or she is capable of making a
difference with students (Di-Bella-McCarthy, McDaniel, & Miller, 1995).
Teacher Efficacy and Teaching Effectiveness
Teachers’ attitudes and beliefs have been found to contribute to their effectiveness as
educators (Ashton & Webb, 1986; Tracz & Gibson, 1986). In particular, teacher efficacy
appears to discriminate between more and less-effective teachers (Brophy & Evertson, 1976;
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Volkman, Scheffier, & Dana, 1992). Teachers’ self-efficacy also has been linked to their
behavior in the classroom and the implementation of instructional change (Ashton & Webb,
1986; Guskey, 1988; Haney, Keil, & Zoffel, & Wang, 2007; McKinney, Sexton, & Meyerson,
1999).
Saklofske, Michayluk, Randhawa, and Ross (2001) agreed that teachers with a low sense
of teacher efficacy beliefs were more likely to favor a regimental style of control and
management in the classroom. In comparison, teachers who scored high on both general and
personal efficacy beliefs were more humanistic in their classroom control approach. They also
noted that when teachers were engaged in teaching practice, efficacy beliefs again were noted to
have significant impact on their behavior. Trainees with higher personal teaching efficacy
beliefs were rated higher on their teaching performance, classroom control, and questioning
techniques by their supervisors.
Teacher efficacy is the conviction held by the teacher that the desired outcome with a
student can be achieved (Soto & Goetz, 1998). The structure of the academic activities in the
classroom is in part determined by the teaching efficacy of the teacher. A teacher with a high
sense of self-efficacy will devote more time to academic pursuits and provide students who are
having difficulties the guidance they need to succeed (Bandura, 1997). Classroom practices such
as praise instead of criticism, enthusiasm, and acceptance of students’ opinions are influenced by
the level of teacher efficacy (Soto & Goetz, 1998). Teaching efficacy also affects the teacher’s
likelihood of accepting new educational technologies and implementing them in the classroom.
A teacher who is secure in his/her ability is more likely to invite and support a parent's
educational efforts (Bandura, 1997). A study by Colardarci in 1994 found that teacher efficacy
was the greatest predictor of a teacher’s commitment to the profession.
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Students who have a teacher with a high sense of efficacy will learn more than those who
have one who is full of self-doubt. To a teacher with a high self-efficacy, difficult students are
teachable through additional effort and the appropriate teaching methods. The student’s
problems are surmountable by being creative and working hard (Bandura, 1997). In a study by
Midgley, Feldlaufer, and Eccles (1989), students’ achievement and attitudes towards learning
were affected by the level of efficacy beliefs their teacher held. The students whose teacher had
a high level of efficacy felt that they were performing better and the subject was less difficult
than the students who had teachers with low levels of efficacy. Another study found that both
general and special education teachers with a high sense of teacher efficacy were more likely to
recommend a student placement in a regular classroom than a teacher with low teacher efficacy
(Soodak & Podell, 1993).
Teacher Efficacy and Teacher Preparation
In a review of research on teacher efficacy, studies indicate that teachers’ sense of
efficacy is related to perceptions about how well they were prepared (Hall et al., 1992;
Raudenbush, Rowen, & Cheong, 1992). Housego (2002) found that one of the most important
prerequisites of successful teaching is confidence in one’s own abilities and competence to teach.
Housego (2002) equated the preservice teacher’s acquisition of confidence to teach as an
indication that the teacher has achieved the readiness to teach and a high level of personal
teaching efficacy beliefs.
Researchers have found that the more teachers know, the more efficacy they will have.
There is some evidence that teacher efficacy increases when they receive learning opportunities
that provide them with greater skills (Riggs et al., 1994; Ross, 1992). Tschannen-Moran et al.,
(1998) note that views of self-efficacy appear to form fairly early in the career and are relatively
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difficult to change thereafter. Thus, they argue it is important to develop teachers’ knowledge,
skills, and sense of their ability to influence teaching outcomes early on.
Tschannen-Moran et al. (1998) use Bandura’s (1986) model of efficacy development to
explore how well-designed teacher preparation may influence teachers’ self-efficacy. In addition
to providing knowledge and skills that support effectiveness, teacher education supports mastery
experiences, in which opportunities for success are supported through coaching. This, in turn,
supports positive emotional cues and self-assurance. Prospective teachers could gain vicarious
experiences in which they watch others teach successfully and debrief so that they can imagine
themselves becoming equally competent. Verbal persuasion through constructive feedback from
supervisors, cooperating teachers and peers support teachers’ beliefs that they can succeed in
solving problems of practice. Relationships were found between teachers’ preparation and
ratings of their performance and effectiveness with students (Ashton, Crocker, & Olejnik, 1986;
Darling-Hammond, 1999; Guyton & Farokhi, 1987; Monk, 1994; Wenglinsky, 2000). These
findings are also consistent with the findings of other studies indicating that those who enter
teaching with little professional education have greater difficulties in the classroom
(Darling-Hammond, 1992; Feiman-Nemser & Parker, 1990; Jelmberg, 1996) and that they tend
to leave teaching at higher rates than those completing professional preparation programs
(Darling-Hammond, 2000).
Lin and Gorell (2001) conducted a study to compare efficacy beliefs of preservice
teachers in Taiwan. Some preservice teachers were at the beginning of their early childhood
teacher preparation programs and some were at the end. The results indicated that successful
teacher preparation programs correlate with a high sense of teacher efficacy. Huey and Gorrell
(2003) explored the difference in teaching efficacy among Korean preservice early childhood

52

and primary teachers beginning their first training term and those in their final term before
graduating as qualified teachers. Results indicated that preservice teachers became more
efficacious regarding their personal teaching efficacy beliefs during their training years, but less
positive about general teaching efficacy beliefs throughout their preservice education years.
Some studies have been conducted to examine the developmental changes of teacher
efficacy beliefs in a teacher training program. Researchers discovered that there are transitional
stages of teaching efficacy that a high sense of teacher efficacy beliefs begins early in the teacher
education program, but decreases in intensity and perception as preservice teachers progress
through their training and into the early years of classroom teaching (Broussard, Book, & Byers,
1988; Martin, 1989; Spector, 2004; Wagler & Moseley, 2005).
Teacher efficacy is more likely to change when preservice teachers are exposed to
vicarious learning experiences or social persuasion, such as college course work (Watters &
Ginns, 1995), while actual teaching experiences during student teaching practica have a greater
impact on personal teaching efficacy (Housego, 1992; Hoy & Woolfolk, 1993). Teacher efficacy
has also shown a decline during student teaching (Hoy & Woolfolk, 1993; Spector, 2004)
suggesting that the optimism of young teachers may be somewhat tarnished when confronted
with the realities and complexities of the teaching task.
Student teaching provides an opportunity to gather information about one’s personal
capabilities for teaching. However, when it is experienced as a sudden, total immersion, it is
likely detrimental to building a sense of teaching competence. Student teachers often
underestimate the complexity of the teaching task and their ability to manage many agendas
simultaneously. Interns may either interact too much as peers with their students and find their
classes out of control, or they may grow overly harsh and end up not liking their “teacher self.”
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They become disappointed with the gap between the standards they have set for themselves and
their own performance (Spector, 2004).
Some other studies examined if other factors, such as teaching level, age, race, gender, in
or out-of-field placement, and experience, might influence a teacher’s sense of efficacy. Results
indicated that teachers’ sense of teaching efficacy is not influenced by age or gender but that
sense of efficacy is generally higher for teachers with more experience. Even after these
variables are controlled, a sense of preparedness is by far the strongest predictor of teacher’s
efficacy (Darling-Hammond & Youngs, 2002; Housego, 2002).
Mohan (2009) examined factors that influence geography teacher efficacy in order to
identify ways in which preservice and in-service education might better prepare, motivate, and
retain geography teachers. Mohan (2009) used a mixed methods approach to explore and
measure geography teacher efficacy and its relationship to education experiences. Significant
results were found between content knowledge preparation, curricular and instructional
knowledge preparation, informal education and interest (primarily travel), and teaching efficacy
in geography. However, this is the only study that was found about geography teacher efficacy.
While the survey provided significant results, these results should be interpreted with caution.
Mohan’s survey used correlation and multivariate analysis of variance (MANOVA) statistical
procedures to examine the relationship between factors and geography teacher efficacy. Further
analysis may be needed to explore the extent of the degree these factors predict geography
teacher efficacy.
The development of teacher efficacy beliefs has generated a great deal of research
interest because once efficacy beliefs are established; they appear to be somewhat resistant to
change. Therefore, teacher efficacy could be a critical factor in identifying a teacher’s
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effectiveness. Findings indicated that content knowledge preparation, methods courses, and
student teaching are more influential than other personal factors (e.g., race, gender) or subject
area during teacher preparation. These results suggested that one important goal for preservice
education is to present programs that are designed to enhance and foster preservice teachers’
sense of teaching efficacy beliefs.
Summary
The review of the literature suggests that many different types of programs for the initial
preparation of teachers exist in the United States, and that they vary greatly. The literature also
suggests that teacher education programs make a difference in teachers’ effectiveness. In
addition, successful professional-development experiences have a noticeable impact on teachers'
work, both in and out of the classroom.
The literature revealed that many teachers have not taken a geography course in their
academic preparation for teaching and also indicated that social studies teachers lack confidence
in teaching geography since they did not have enough preparation from their teacher education
programs.
The literature revealed that teacher efficacy has been found to contribute to teaching
effectiveness. The research also highlighted the importance of developing teacher efficacy in
teacher education programs. The development of teacher efficacy among prospective teachers
has generated a great deal of research interest because once efficacy beliefs are established, they
appear to be somewhat resistant to change. Review of these studies revealed some evidence that
course work and practica have differential impacts on teacher efficacy. The literature also
revealed teacher efficacy is not influenced by age or gender but is influenced by experience.
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Definitions
Extended (5-year) programs. Extended (5-year) programs begin in the freshman year and
continue through a fifth year of professional study, which culminates in a master’s degree and
certification (Houston, 1990).
Geography is the description and interpretation of the variable characters of the earth’s
surface, as the space in which the human population lives (Haggett, 1995).
Graduate programs lead to a master's degree in education. The duration of these
programs ranges from 1 to 2 years (Houston, 1990).
In-service teacher. A full-time employee who is certified to teach in the school.
Preservice teacher. A student who is enrolled in a teacher education program.
Self-efficacy. An individual’s belief in his/her own ability to perform a task (Bandura,
1997).
Social studies. The integrated study of the social sciences and humanities to promote
civic competence. Within the school program, social studies provides coordinated, systematic
study drawing upon such disciplines as anthropology, archaeology, economics, geography,
history, law, philosophy, political science, psychology, religion, and sociology, as well as
appropriate content from the humanities, mathematics, and natural sciences. The primary
purpose of social studies is to help young people develop the ability to make informed and
reasoned decisions for the public good as citizens of a culturally diverse, democratic society in
an interdependent world (NCSS, 1994).
Teacher efficacy is teachers’ beliefs in their abilities to organize and execute courses of
action necessary to bring about desired results (Tschannen-Moran et al., 1998). Teacher efficacy
is a psychological construct reflecting the individual’s confidence in his/her ability and
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persistence to perform an appropriate behavior that will accomplish a specific teaching goal
(Kinzie & Delcourt, 1991).
Teacher professional development. The profession growth a teacher achieves as a result
of gaining increased experience and examining his or her teaching systematically.
Undergraduate programs are “4-year programs in which the first 2 years are devoted to
general education and the last 2 to professional studies” (Houston, 1990).
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CHAPTER 3. METHODOLOGY

Introduction
The primary purpose of this study was to examine secondary history/social studies
teachers’ self-efficacy to teach geography. This was a study to obtain quantitative data from
secondary history/social studies teachers in Virginia on their teacher education experiences and
their teacher efficacy (personal and general teaching efficacy) in geography. Secondary
history/social studies teachers in this study were examined on preservice and in-service teacher
education experiences and other demographic variables through measures of teacher efficacy.
Research Questions and Research Design
The specific research questions in this study are:
1. What is the self-efficacy of secondary history/social studies teachers regarding the
teaching of geography as indicated by personal geography teaching efficacy (PGTE) and
geography teaching outcome expectancy (GTOE)?
2. How do professional development activities (attendance at conferences, membership
in geography professional organizations) affect secondary history/social studies teachers’
self-efficacy regarding the teaching of geography as indicated by PGTE and GTOE?
3. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence the
self-efficacy of secondary history/social studies teachers regarding the teaching of geography?
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3a. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the PGTE?
3b. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the GTOE?
This study employed a nonexperimental, nonrandom, quantitative survey research design
in order to measure secondary history/social studies teachers’ self-efficacy regarding the
teaching of geography. Survey research allows the researcher to determine what the respondents
are thinking, feeling and doing (Mitchell & Jolley, 2004). Survey research is also considered an
appropriate design to identify perceptions, attitudes and opinions of a larger audience and to
generate findings that can be generalized to a broader population (Mitchell & Jolley, 2004).
Subject Selection
The population for the study was all secondary history/social studies teachers in Virginia.
The participants, selected by convenience, are secondary history/social studies teachers, who are
currently teaching in A and B Counties in Virginia. The researcher identified and contacted
history/social studies teachers through the superintendents of A and B counties.
Three-hundred ninety eight secondary history/social studies teachers were asked to participate.
The Virginia Commonwealth University Internal Review Board and the School Institutional
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Review Board approval from two counties were gained from superintendents to conduct the
study. The researcher sent out the survey link to the superintendents, who forwarded the link to
secondary history/social studies teachers. By clicking on the hyperlink, the teachers had direct
access to the agreement page that asked whether they would like to participate or not. If they
agreed to take the survey, they were directed to the instruments used in this study. If they did not
agree to take the survey, they were directed to exit survey.
Several strategies were used to secure high response rates and reduce missing data. First,
an expert review and a pilot study were conducted to confirm the clarity of the survey. The
results indicated that it was easy to follow, so participants were not expected to have any
problems finishing the survey. Secondly, the survey was distributed at the beginning of a
semester instead of the end to ensure that all teachers would be more likely to complete the
survey if they had enough time. And last, an e-mail reminder was sent to teachers to secure
response rates.
Instrument Analysis
A quantitative research methodology was employed in this study utilizing a survey
research. The survey was administered online through Inquisite, a web-based survey, and the
survey responses were analyzed using the statistical program, PASW (Predictive Analytics
SoftWare) Statistics 18.0.
The survey consisted of two dimensions:
1. Demographic information (Appendix A), which included gender, age, race, years of
teaching experience, number of schools where taught. The U.S. Census Bureau questions on
age, race, and gender were used in this section in order to ensure that appropriate language,
responses, and format were used (U.S. Census Bureau, 2010). In addition, the survey included
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questions related to preservice and in-service teacher education information, which included
teaching subject, number of geography courses, number of weeks for internship, years of
teaching experiences, number of schools where taught, taught in other states, currently teaching
geography, type of teacher licensure, and professional experiences.
2. The Geography Teaching Efficacy Beliefs Inventory (GTEBI) (Appendix B), which
was a survey to determine secondary history/social studies teachers’ self-efficacy regarding the
teaching of geography. The GTEBI was modified from the Science Teaching Efficacy Belief
Instrument form A (STEBI-A) (Enochs & Riggs, 1990) to reflect geography teaching beliefs by
changing science to geography. For example, the original sentence was “I generally teach
science ineffectively” and was changed to “I generally teach geography ineffectively.”
The Science Teaching Efficacy Belief Instrument (STEBI) is based on Bandura’s (1981)
definition of self-efficacy as a situation-specific construct. The instrument was developed by
Enochs and Riggs (1990) to measure efficacy of teaching science. There are two forms, the
Science Teaching Efficacy Belief Instrument form A (STEBI-A) for in-service teachers, and the
Science Teaching Efficacy Belief Instrument form B (STEBI-B) for preservice teachers (Enochs
& Riggs, 1990). Both forms consist of two scales: (a) personal science teaching efficacy belief
(PSTE), and (b) science teaching outcome expectancy (STOE). The STEBI-A has become
widely used and has been determined to be a valid and reliable instrument to investigate
in-service elementary science teachers’ self-efficacy regarding how they interact with their
teaching environments at school (Andersen, Dragsted, Evans, & Sorensen, 2004), how anxiety
levels affect instruction (Bursal & Paznokas, 2006), and how teachers can be motivated to
engage in professional development in science education (De Laat & Watters, 1995).
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Like STEBI-A, GTEBI scores result from two scales: Personal geography teaching
efficacy (PGTE) and Geography teaching outcome efficacy (GTOE). Thirteen of the statements
yield scores for the PGTE subscale, which reflect secondary history/social studies teachers’
confidence in their ability to teach geography. The other 12 statements yield scores for the
GTOE subscale, which reflect secondary history/social studies teachers’ beliefs that student
learning can be influenced by effective geography teaching (see Table 2).
Participants used a 5-point Likert-type scale with positively and negatively-worded items
to respond to each of the 25 statements by selecting one of the following responses: Strongly
agree (5), Agree (4), Neutral (3), Disagree (2), or Strongly disagree (1). Any positively worded
statement is scored by awarding 5 points for Strongly agree responses, 4 points for Agree
responses, and so forth. Any negatively worded statement is scored by reversing the numeric
values, so that if a respondent answered Strongly disagree to a negative item, the item actually
received a score of 5 rather than 1. In order to obtain the GTOE and PGTE scores, the items
were separated into those two constructs. The possible range of PGTE scores is 13 to 65, while
that of GTOE scores is from 12 to 60. In this study, the scores of the PGTE and GTOE did not
add up to a total score, but the items for each scale were summed as they measured different
aspects of geography teaching self-efficacy. The PGTE and GTOE scores were employed in the
analysis of associations with gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure.
Survey Review and Pilot Study
A web version of the survey instrument was created and installed on a secure server at
Virginia Commonwealth University using Inquisite, v9.5. The survey was adapted for the
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Table 2
Geography Teacher Efficacy Scale

Items Scale

Strongly agree (5), Agree (4), Uncertain (3), Disagree (2) or
Strongly disagree (1)

Negatively-worded items

3, 6, 8, 10, 13, 17, 19, 20, 21, 22, 24, 25

Items for the Personal
Teaching Efficacy Scale

2, 3, 5, 6, 8, 12, 17, 18, 19, 21, 22, 23, 24

Items for the Geography
Teaching Outcome Efficacy
Scale

1, 4, 7, 9, 10, 11, 13, 14, 15, 16, 20, 25

25 Items for Geography
Teacher Efficacy Beliefs
Instrument

1. When a student does better than usual in geography, it
is often because the teacher exerted a little extra effort.
2. I am continually finding better ways to teach geography.
3. Even when I try very hard, I don't teach geography as
well as I do other subjects.
4. When the geography grades of students improve, it is
often due to their teacher having found a more
effective teaching approach.
5. I know the steps necessary to teach geography
concepts effectively.
6. I am not very effective in monitoring geography
projects.
7. If students are underachieving in geography, it is
most likely due to ineffective geography teaching.
8. I generally teach geography ineffectively.
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Table 2 - continued

Items Scale

Strongly agree (5), Agree (4), Uncertain (3), Disagree (2) or
Strongly disagree (1)

9. The inadequacy of a student's geography background
can be overcome by good teacher.
10. If students show low achievement in geography,
generally this cannot be blamed on their teachers.
11. When a low-achieving student progresses in
geography, it is usually due to extra attention given by
the teacher.
12. I understand geography concepts well enough to be
effective in teaching geography.
13. Increased effort in geography teaching produces
little change in some students' geography achievement.
14. The teacher is generally responsible for the
achievement of students in geography.
15. Students' achievement in geography is directly
related to their teacher's effectiveness in geography
teaching.
16. If parents comment that their child is showing more
interest in geography at school, it is probably due to the
performance of the student's teacher.
17. I find it difficult to explain geography concepts to
students.
18. I am typically able to answer students' geography
questions.
19. I wonder if I have necessary skills to teach geography.
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Table 2 - continued

Items Scale

Strongly agree (5), Agree (4), Uncertain (3), Disagree (2) or
Strongly disagree (1)

20. Effectiveness in geography teaching has little
influence on the achievement of students with low
motivation.
21. Given a choice, I would not invite the principal to
evaluate my geography teaching.
22. When a student has difficulty understanding a
geography concept, I am usually at a loss as to how to
help the student understand it better.
23. When teaching geography, I usually welcome
student questions.
24. I do not know what to do to turn students on to
geography.
25. Even teachers with good geography teaching
abilities cannot help some students learn geography.
Note. This is reversed for negatively-worded items, but is corrected before analysis. Before summing the
scores, reverse score the following items (5 = 1, 4 = 2, 3 = 3, 2 = 4, 1 = 5).
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specific purpose of evaluating in-service secondary social studies teachers’ self-efficacy
regarding the teaching of geography. Due to the fact that a modified survey was used, the survey
was reviewed by a panel of university experts. Three geography education experts and one
measurement expert reviewed the survey. They were asked to make suggestions regarding the
survey format and clarity of statements.
Additionally, this survey was piloted to further enhance its reliability and validity
(Mitchell & Jolley, 2004) and to identify any potential technological problems. Fifteen
preservice history/social studies teachers did the pilot test. Surveys were assigned an
authentication number by Inquisite in order to maintain confidentiality of the participants of the
pilot study. Participants in the pilot study were asked to provide feedback regarding the survey
statements and questions for clarity and its electronic administration. The feedback from
participants of this pilot test determined the need for any changes in the survey or its
administration. As a result of the feedback gathered through expert review and pilot study,
changes were made to the survey. These changes were: (a) clearer description of study; (b) minor
grammatical corrections; (c) changing the words kids or children to students; (d) listing of
geography course taken, as opposed to asking for participants to list the courses.
Reliability and Validity
In this study, the validity and reliability of the data were addressed in two ways: (a)
having other experts review the survey instruments, and (b) comparing findings with those of
similar studies.
Content validity could be established by a set of reviewers with subject-matter
knowledge, while piloting the survey ensured user friendliness and informed significant changes
to design (Litwin, 1995). It should be noted here that previous studies were conducted on the
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Science Teaching Efficacy Belief Instrument (STEBI) to verify the construct validity of the
personal teaching efficacy and the outcome expectancy measures. This research project used
GTEBI, a modified version of the STEBI, in which science was modified to say geography.
However, to establish the construct validity of the scales specific to geography, further testing
would be needed in the future.
According to Fink (2006), “A reliable survey results in consistent information. A valid
survey produces accurate information” (p. 7). Expert panel members are a common means of
determining the content and construct validity of a survey (Newman & McNeil 1998; Plevyak et
al., 2001). Using content experts and measurement experts to review the items, the order, the
instructions, and format establishes content validity of a survey (Newman & McNeil, 1998).
Piloting the survey with a small group of individuals that are similar to the intended respondents
(n = 10-20) will help to eliminate issues with confusing or unclear items, and the pilot group can
also make recommendations for improving the survey’s clarity, language, length, timing, or
format (Newman & McNeil 1998). The survey was reviewed by three geography education
experts for content validity and clarity. It was also reviewed by one survey measurement expert
for clarity of questions and appropriate use of measurement scales.
Prior to the interpretation of data, reliability must be established. Reliability “refers to
consistency and stability of measure” (Gall, Gall & Borg, 2005, p. 140). The internal
consistency of the GTEBI subscale score was analyzed using one type of reliability coefficient,
Cronbach’s alpha.
Considering that the sample size of this study was small, factor analysis was used to find
the first eigenvalue of the sample data set. Halil Yurdugül (2008) indicated that “if the value of
that first eigenvalue of the sample data set is higher than 6.00, the sample coefficient alpha, even
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when n = 30, is an especially robust estimator of the population coefficient alpha” (p. 7).
Similarly, Halil Yurdugül also described that the sample size, the required minimum n = 100,
was adequate for a coefficient alpha if the first eigenvalue is between 3.00 and 6.
The first eigenvalue of the Personal Geography Teaching Efficacy (PGTE) subscale is
6.529, and the first eigenvalue of the Geography Teaching Outcome Expectancy (GTOE)
subscale is 3.946. Cronbach’s alpha reliability for PGTE subscale was 0.914 indicating there
was a strong correlation among all the items on this subscale. Cronbach’s alpha reliability for
the GTOE subscale was 0.786, indicating there was an acceptable internal correlation among all
items on this subscale. The PGTE scale and GTOE scale were modified based on Enochs and
Riggs’ (1990) Personal Science Teaching Efficacy (PSTE) scale and Science Teaching Outcome
Efficacy (STOE) scale. In the PGTE and GTOE items, geography was the only word changed
from science in the PSTE and STOE items. The Cronbach’s alpha of PGTE and GTOE in this
study is similar to those values reported before. Enochs and Riggs (1990) reported a Cronbach’s
coefficient alpha of 0.92 for the Personal Science Teaching Efficacy (PSTE) scale, and 0.77 for
the Science Teaching Outcome Efficacy (STOE) scale. Mohan (2009) indicated that Cronbach’s
alpha was 0.89 for the personal teaching efficacy (PTE) in geography scale and 0.73 for general
teaching efficacy (GTE) in geography scale. Therefore, all scores collected from this study are
considered reliable for the purpose of interpretation.
Institutional Review Board
Because the population was of adult age and the research was not experimental in nature,
an expedited review was requested. An Initial Review Submission Form was submitted to the
Virginia Commonwealth University Institutional Review Board (IRB). The appropriate
procedure was completed to conform to the regulations of the Virginia Commonwealth
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University IRB. In addition, the researcher obtained permission from the school district
institutional review board before contacting secondary history/social studies teachers in A and B
public schools.
Data Collection
Inquisite was used to collect the data. Inquisite is an easy-to-use automated system that
allows nontechnical users to easily manage their own web surveys. Inquisite is capable of (a)
creating a survey with the Inquisite Survey Builder, (b) publishing the survey on the web, (c)
sending e-mail invitations, and (d) analyzing responses and publishing the results (Inquisite Inc.,
2009).
The data collection for this study was conducted during the month of October, 2010. The
secondary history/social studies teachers were contacted via e-mail through school
superintendents and were asked to participate in this study. Dillman (2007) and Best and
Krueger (2004) found that personalized contacts could increase the response rates of potential
participants. The initial e-mail explained how the secondary history/social studies teachers were
identified, their importance to the study, the objectives of the study, and ensured them of its
confidentiality (Best & Krueger, 2004). The teacher was given detailed instructions on how to
take part in the study from the first e-mail. Best and Krueger explain that e-mailing study
participants with a hyperlink to the website is one of the most accepted methods of transmitting
the instruments. By clicking on the hyperlink, the teachers had direct access to the agreement
page for asking whether they were willing to participate or not. If they agreed to take the survey,
they were directed to the instruments used in the study (Best & Krueger, 2004).
Two weeks later, a follow-up e-mail was sent to those secondary history/secondary social
studies teachers who had not completed the process as a means of encouraging them to complete
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the instruments (Best & Krueger, 2004). This reminder also included the final deadline for
participating in the study. McMillan and Schumacher (1997) note that some potential subjects
will not participate in a study and the percentage of these nonrespondents, if high, may have an
effect on the results. Data collection occurred over 3 weeks.
Data Analysis
All data were collected and password secured in the researcher’s computer. The SPSS
files were not sent via e-mail but by using the safety flash drive. The analyses of the data were
based on the research questions. The Inquisite administrator downloaded the data into SPSS.
Demographic information and responses to the GTEBI questionnaire made up the data set for
this study. PASW Statistics 18.0 was used to statistically analyze the data. Initially, descriptive
statistics such as frequencies were used in the analysis to provide a profile of the teachers who
will participate in the study.
In lieu of presenting the enormous quantity of raw data, descriptive statistics provided
summary descriptions that give meaning and understanding for observers (Agresti & Finlay,
1997). Participants whose responses were incomplete were excluded in the data analysis
procedures. Teacher efficacy subscales (PGTE and GTOE) were aggregated into composite
scores before analyzing the data.
The power of a hypothesis test is affected by three factors, sample size, significance level
(α), and the effect size. Increasing sample size is an obvious way to reduce both types of errors
for a hypothesis test. Larger samples generally reduce Type II errors because more data helps
researchers do a better job of detecting even small deviations from the null hypothesis.
According to Fraenkel and Wallen (2008), a sample with a minimum number of 100 is essential
for descriptive studies. For correlational studies, a sample of at least 50 is deemed necessary to
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establish the existence of a relationship. For experimental and causal comparative studies, a
minimum of 30 individuals per group is recommended. There were 86 participants in this study,
which ensured greater power of the hypothesis test since this was a correlational study.
Significance level (α) 0.05 was used for this data analysis.
Frequency was used to describe secondary history/social studies teachers for each item to
test the first research question: What is the self-efficacy of secondary history/social studies
teacher regarding the teaching of geography? The dependent variables were GTOE and PGTE,
which were aggregated into composite scores, respectively.
The second research question asked: How do professional development activities
(attendance at geography conferences, membership in geography professional organization)
affect secondary history/social studies teachers’ self-efficacy regarding the teaching of
geography as indicated by personal PGTE and GTOE? The correlation coefficient and linear
regression models were used to analyze this research question. PGTE and GTOE were the
dependent variables, and the independent variable was professional development activities
including attendance at conferences, membership in geography professional organization. The
alpha level used to determine statistical significance of major hypotheses was α < .05.
The correlation coefficient and linear regression models were also used to test the third
research question: What other factors (gender, age, race, program major, number of geography
courses, number of weeks for internship, years of teaching experiences, number of schools where
taught, and approved program vs. alternative program) influence the self-efficacy of secondary
history/social studies teachers regarding the teaching of geography? In addition, two related
questions were (a) What other factors (gender, age, race, program major, number of geography
courses, number of weeks for internship, years of teaching experiences, number of schools where
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taught, and approved program vs. alternative program) influence secondary history/social studies
teachers’ scores regarding the teaching of geography as indicated by the PGTE; and (b) What
other factors (gender, age, race, program major, number of geography courses, number of weeks
for internship, years of teaching experiences, number of schools where taught, and approved
program vs. alternative program) influence secondary history/social studies teachers’ scores
regarding the teaching of geography as indicated by the GTOE?
The correlation coefficient was used to understand which factors (independent variables)
were related to teacher efficacy (the dependent variable), and to explore the forms of these
relationships. The linear regression analysis indicated whether and how these factors relate to
two factors of teacher efficacy, PGTE and GTOE. A full model multiple linear regression
analysis was used to explain the percent variance in teacher efficacy related to other factors. The
linear regression model is an equation represented as:

In this model,
is the intercept,

-

is the predicted PGTE composite scores or GTOE composite scores,
are the regression coefficients,

-

are the independent variable

values for gender, age, race, teaching subject, number of geography courses, number of weeks
for internship, years of teaching experiences, number of schools where taught, taught in other
states, currently teach geography, and the type of teacher licensure respectively, and

is the

model error.
Prior to analyzing the data for specific relationships, four assumptions of multiple linear
regression (normality, linearity, homogeneity of variance, and independence of error terms) were
tested to detect any violations. These assumptions were tested using the scatter plots and
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probability plots of residuals and predicted residuals. In addition, box plots were examined for
outliers. In this study, categorical variables such as race were converted to dichotomous,
indicator (dummy) variables.
Relationships were described using the Pearson product-moment coefficient. The alpha
level were established a priori at α < .05. Two items (attendance at geography conference and
membership of geography organization) were entered into a linear regression model as
independent variables for Research Question 2. Eleven items (gender, age, race, teaching
subject, number of geography courses, number of weeks for internship, years of teaching
experiences, number of schools where taught, taught in other states, currently teach geography,
and the type of teacher licensure) were entered into a linear regression model as independent
variables. Dependent variables were PGTE and GTOE, respectively, to determine what factors
influence them. Research questions, corresponding instruments, and data analysis are presented
in Table 3.
Delimitations and Limitations
The sample population selected for this study was limited to secondary history/social
studies teachers from A and B counties in Virginia; thus, the ability to generalize to the entire
population of the United States and beyond its borders was severely limited. Another limitation
is that history/social studies teachers were asked to respond based on their perceptions.
Surveys also have a number of limitations. The most serious weakness concerns the validity and
reliability of obtained responses. The survey used in this study was modified from a science
teacher efficacy survey. The validity and reliability of the modified survey cannot be checked
until data collection is completed. In addition, surveys provide only verbal descriptions of what
respondents feel or how they perceive something. A low response rate was also a limitation.
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Table 3
Research Questions and Data Analysis

Research Questions

Corresponding
Instrument Items

Data Analysis

Q1. What is the self-efficacy of
secondary history/social
studies teachers regarding the
teaching of geography, as
indicated by PGTE and GTOE?

Dependent variables:
PGTE and GTOE

Frequency

Q2. How do professional
development activities affect
secondary history/social
studies teacher's self-efficacy
regarding the teaching of
geography?

Dependent variables:
PGTE and GTOE

Correlation
Coefficient

Q3. What other factors
influence the self-efficacy of
secondary history/social
studies teachers?

Dependent variables:
PGTE and GTOE

Independent variables:
Professional development
activities

Linear
Regression Model

Correlation
Coefficient

Independent variables:
Linear
Gender, age, race, teaching
Regression Model
subject, number of geography
courses, years of teaching
experiences, number of
schools where taught,
number of weeks for
internship taught in other states,
and the type of teacher licensure.
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Summary
In order to determine the degree of teacher efficacy for secondary history/social studies
teachers, a questionnaire was developed to measure their self-efficacy. The respondents were
asked to provide personal information concerning gender, age, race, teaching subject, number of
geography courses, number of weeks for internship, years of teaching experiences, number of
schools where taught, taught in other states, currently teach geography, the type of teacher
licensure, and professional experiences. They were also asked to rate the teacher efficacy
regarding the teaching of geography. The preliminary questionnaire was piloted to secure
comments on content and format. These comments were reflected in the final form of the
questionnaire, which was distributed to secondary history/social studies teachers selected from A
and B counties in Virginia. Data were collected and analyzed using PASW Statistics 18.0.
Frequency was used to describe secondary history/social studies teachers for each item to test the
first research question. The correlation coefficient and linear regression models were used to
analyze the second and third research question. The alpha level used to determine statistical
significance of major hypotheses was α<.05.
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CHAPTER 4. FINDINGS

Introduction
This study was conducted to investigate secondary social studies teachers’ self-efficacy
(personal and general teaching efficacy) in geography and what factors may affect geography
teachers’ self-efficacy. An electronic survey was administered to all secondary social studies
teachers from two school districts in Virginia. Teachers were asked to report their beliefs or
thinking about their own competencies. This chapter reports the findings from the statistical
analysis of the data. The statistical software used for this analysis was PASW Statistics 18.0.
This chapter also contains the demographic background information of the participants and the
results of three research questions.
Demographic Background Information of Participants
Of the 398 secondary social studies teachers sampled, 86 teachers completed the
instruments for a response rate of 22%, which is similar response rate as Mohan’s 20%. The 86
respondents represented the two school districts in which the survey was completed, but 9
teachers were filtered out because of incomplete responses. Once data were downloaded, the
data file was initially checked for missing data. It was necessary for the participants to complete
the survey entirely to be included in the analysis, thus those cases with missing data for any of
the teacher efficacy questions were eliminated.
Frequency distributions were run to identify the demographic characteristics of the
sample. In order to compare the sample to the general population of teachers in the two school
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districts, teacher statistics were retrieved from one of the two school districts. No demographic
information was available from the other of the two school districts. Table 4 provides
frequencies of gender and ethnicity for this study’s sample and population of one school district.
Table 4
Frequencies of Gender and Ethnicity

Variable

Participants
n
%

Reported population
n
%

Gender:
Male

34

44.2

132

52.4

Female

41

53.2

120

47.6

White/Caucasian/Non-Hispanic

72

93.5

235

93.3

Others

3

3.9

17

6.7

No response

2

2.6

Race:

Of the 77 teachers who completed the survey, 34 (44.2%) were male and 41 (53.2%)
were female; 2 respondents who completed the survey did not divulge gender. Respondents who
described their race as White/Caucasian/Non-Hispanic made up the majority of the participants
(93.5%), which is representative of the teachers in the school district that provided the
demographic information. Even though there were more males than females in this school
district population (which is in contrast to the study sample), the percentages are still similar to
the district population. The sample is representative of the reported population in this study.
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The participants reported information about the age. More than 30 (33.8%) respondents
reported that they were between 31-40 years old (see Table 5).
Table 5
Frequencies of Age

Variable

n

%

21-30

17

22.1

31-40

26

33.8

41-50

13

16.9

51-60

17

22.1

61+

4

5.2

Age:

Teachers can teach more than one grade level, so percentages for grade level do not equal
100%. The majority of participants taught below the 9th grade level (45.5%), followed by 11th
grade (35.1%), 12th grade (33.8%), 10th grade (29.9%), and 9th grade (28.6%). The grade levels
taught by participants are summarized in Table 6.
Like grade level, teachers might also teach multiple subject areas within social studies.
Most teachers participating in this study taught U.S. history (55.8%). Of the teachers in this
study, 28.6% taught world history, and 20.8% taught government. There were 6.5% who taught
economics, and 9.1% taught other subjects. However, only 5.2% taught world geography. The
data on the subjects currently taught by teachers in this study are presented in Table 7.
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Table 6
Frequencies of Teaching at Specific Grade Level

Variable

n

%

Below 9th grade

35

45.5

10th grade

22

28.6

9th grade

23

29.9

11th grade

27

33.8

Grade level:

Table 7
Frequencies of Teaching in Specific Subject Area

Variable

n

%

World geography

4

5.2

World history

22

28.6

U.S. history

43

55.8

Government

16

20.8

Economics

5

6.5

Others

7

9.1

Subject area:
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More than half of participants reported that they have a master’s degree (Table 8).
Most of participants (93.5%) had teacher licensure through approved teacher education
programs, while only 4 participants (5.2%) had teacher licensure through alternative teacher
education programs (Table 9).
Table 8
Frequencies of Degree Received

Variable

n

%

Bachelor

55

71.4

Post Baccalaureate Certificate

5

6.5

Master

40

51.9

Post Master

7

9.1

Doctorate

1

1.3

Degree:

Table 9
Frequencies of Certification Level (Approved vs. Alternative)

Variable

n

%

Formal, approved teacher licensure

72

93.5

Alternate teacher licensure

4

5.2

No response

1

1.3

Type of program for teaching degree:

79

All teachers who participated in the study indicated that they had teaching experience of
more than 3 years. However, there were 58 teachers (62.3%) who reported that they had more
than 3 years of teaching experiences in geography (Table 10).
Table 10
Frequencies of Years of Teaching and Teaching Geography

Variable

n

%

< 3 years

0

0

3-6 years

15

19.5

7-9 years

11

14.3

10-19 years

32

41.6

> 19 years

19

24.6

< 3 years

27

35.1

3-6 years

23

29.9

7-9 years

10

13

10-19 years

11

14.2

> 19 years

4

5.2

No response

2

2.6

Years of teaching:

Years of teaching geography:
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Only 11 teachers responded that they attended a geography-related conference more than
once, and only 5 participants held membership in a geography organization (Table 11).
Table 11
Frequencies of Professional Development Activities

Variable

n

%

65

84.4

1-2 times/year

11

14.3

3-5 times/year

0

0

1

1.3

Yes

5

6.5

No

72

93.5

Conference for geography:
< 1 time/year

> 5 times/year
Membership in geography organization:

Although more than half of the teachers said that they had more than 8 weeks of student teaching
experience, 21 teachers (27.3%) did not respond to this question (Table 12). The teachers were
also asked what type of geography courses they took at the college or university level. The
majority of teachers had taken introductory courses in geography, including Introduction to
Geography (42.9%), World Regional Geography (41.6%), Culture/Human Geography (41.6%),
and Physical Geography (32.5%). Some teachers (20.8%) had taken Political Geography.
Twelve (11.7%) of the participants had not taken any geography courses at a college or
university (Table 13).
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Table 12
Frequencies for Weeks of Student Teaching

Variable

n

%

None

4

5.2

< 8 weeks

3

3.9

43

55.8

6

7.8

21

27.3

Student teaching (# of weeks):

8-16 weeks
>16 weeks
No response
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Table 13
Frequencies of Geography Courses Taken by Social Studies Teachers

Variable

n

%

None

9

11.7

Introduction to Geography

33

42.9

World Regional Geography

32

41.6

Physical Geography

25

32.5

Cultural/Human Geography

32

41.6

Geographic Information Systems

4

5.2

Cartography (Maps and Mapmaking)

3

3.9

Environmental Geography

4

5.2

Urban Geography

7

9.1

Political Geography

16

20.8

Population Geography

4

5.2

Field Methods

0

0

Meteorology (Weather and Climate)

3

3.9

Quantitative Methods

3

3.9

Regional Geography

6

7.8

Others

6

7.8

Geography courses taken at a college:
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Results
Results for Research Question 1
What is the self-efficacy of secondary history/social studies teacher regarding the
teaching of geography as indicated by personal geography teaching efficacy (PGTE) and
geography teaching outcome expectancy (GTOE)?
The first question was designed to gather quantitative data that examined teacher efficacy
in geography. From the GTEBI, two distinct subscales were calculated which reflected personal
efficacy and outcome expectancy as they related to geography teaching and students’ ability to
learn geography. The PGTE subscale indicated the participants’ beliefs about themselves and
their ability to teach geography. The Geography Teaching Outcome Expectancy (GTOE)
subscale indicated the teachers’ beliefs about their students’ abilities to learn geography.
A 5-point Likert-type scale with positively and negatively-worded items was used to
respond to each of the 25 statements. The possible range of PGTE scores was 13 to 65, while
that of GTOE scores was from 12 to 60. The higher score means higher teacher efficacy and the
lower score means lower teacher efficacy. The overall mean score of the PGTE was 48.39
(sd = 7.29) and the mean score of the GTOE was 41.74 (sd = 5.06). An analysis of the
frequencies of responses on the Likert items of the PGTE and GTOE was conducted in order to
determine the views of secondary social studies teachers in geography teaching.
The results of the PGTE Likert items (Table 14) indicated that these secondary social
studies teachers believed that they have the ability to teach geography. Most participants agreed
or strongly agreed that “2. I am continually finding better ways to teach geography” (61.1%); “5.
I know the steps necessary to teach geography concepts effectively” (53.3%); “12. I understand
geography concepts well enough to be effective in teaching geography” (80.5%); “19. I have
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Table 14
Frequencies and (Percentages) of Responses on the PGTE

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

Strongly
agree
(%)

2. I am continually finding better
ways to teach geography.

1 (1.3)

6 (7.8)

23 (29.9)

36 (46.8)

11 (14.3)

3. Even when I try very hard, I
don't teach geography as well as
I do other subjects.

8 (10.4)

27 (35.1)

28 (36.4)

11 (14.3)

2 (2.6)

5. I know the steps necessary to
teach geography concepts
effectively.

0 (0)

10 (13.0)

25 (32.5)

37 (48.1)

4 (5.2)

6. I am not very effective in
monitoring geography projects.

9 (11.7)

31 (40.3)

29 (37.7)

7 (9.1)

1 (1.3)

8. I generally teach geography
ineffectively.

17 (22.1)

38 (49.4)

18 (23.4)

2 (2.6)

0 (0)

12. I understand geography
concepts well enough to be
effective in teaching geography.

0 (0)

5 (6.5)

10 (13.0)

48 (62.3)

14 (18.2)

17. I find it difficult to explain
geography concepts to students.

11 (14.3)

44 (57.1)

19 (24.7)

3 (3.9)

0 (0)

18. I am typically able to answer
students' geography questions.

0 (0)

1 (1.3)

8 (10.4)

50 (64.9)

28 (23.4)

19. I wonder if I have necessary
skills to teach geography.

14 (18.2)

43 (55.8)

12 (15.6)

7 (9.1)

0 (0)

PGTE
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Table 14 – continued

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

Strongly
agree
(%)

21. Given a choice, I would not
invite the principal to evaluate
my geography teaching.

14 (18.2)

34 (44.2)

21 (27.3)

8 (10.4)

0 (0)

22. When a student has difficulty
understanding a geography
concept, I am usually at a loss
as to how to help the student
understand it better.

13 (16.9)

47 (61.0)

14 (18.2)

3 (3.9)

0 (0)

23. When teaching geography,
I usually welcome student
questions.

0 (0)

2 (2.6)

6 (7.8)

36 (46.8)

32 (41.8)

24. I do not know what to do to
turn students on to geography.

9 (11.7)

27 (35.1)

26 (33.8)

14 (18.2)

0 (0)

PGTE
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necessary skills to teach geography” (74%); “18. I am typically able to answer students'
geography questions” (88.3%); and they know “22. How to help the student understand a
geography concept better” (77.9%).
The results of the GTOE Likert items (Table 15) show that the majority of participants
agreed or strongly agreed that the teacher’s geography teaching has an influence on a student’s
ability to learn. Most of these secondary social studies teachers agreed or strongly agreed “16. If
parents comment that their child is showing more interest in geography at school, it is probably
due to the performance of the student's teacher” (76.6%); “1. When a student does better than
usual in geography, it is often because the teacher exerted a little extra effort” (67.5%); and they
think “4. When the geography grades of students improve, it is often due to their teacher having
found a more effective teaching approach” (67.5%). Half of participants believe that “13.
Increased effort in geography teaching produces little change in some students' geography
achievement” (54.6%), and “15. Students' achievement in geography is directly related to their
teacher's effectiveness in geography teaching” (46.8%). Less than half of the participants believe
that “25. Even teachers with good geography teaching abilities cannot help some students learn
geography” (36.4%).
Indeed, surveys with a neutral option have been found to merit a higher response rate in
this study, possibly indicating that respondents feel more comfortable using them. Typically,
neutral responses can mean several things, from “I don't know much about this” to “I've seen
both favorable and negative examples of this.”
Results of Research Questions 2 and 3
Considering the situation and data in this study, it would be appropriate to use linear
regression analysis for research questions 2 and 3. Assumptions of regression
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Table 15
Frequencies and (Percentages) of Responses on the GTOE

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

Strongly
agree
(0%)

1. When a student does better
than usual in geography, it is
often because the teacher
exerted a little extra effort.

0 (0)

3 (3.9)

22 (28.6)

44 (57.1)

8 (10.4)

4. When the geography
grades of students improve, it
is often due to their teacher
having found a more
effective teaching approach.

0 (0)

0 (0)

25 (32.5)

43 (57.1)

8 (10.4)

7. If students are
underachieving in geography,
it is most likely due to
ineffective geography teaching.

0 (0)

27 (35.1)

34 (46.8)

12 (15.6)

2 (2.6)

9. The inadequacy of a
student’s geography
background can be overcome
by good teaching.

0 (0)

1 (1.3)

15 (19.5)

51 (66.2)

10 (13.0)

1 (1.3)

7 (9.1)

42 (54.5)

24 (31.2)

3 (3.9)

0 (0)

1 (1.3)

22 (28.6)

46 (59.7)

GTOE

10. If students show low
achievement in geography,
generally this cannot be
blamed on their teachers.

11. When a low-achieving
student progresses in
geography, it is usually due to
extra attention given by the
teacher.
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8 (10.4)

Table 15 – continued

Strongly
disagree
(%)

Disagree
(%)

Neutral
(%)

Agree
(%)

Strongly
agree
(%)

5 (6.5)

37 (48.1)

15 (19.5)

17 (22.1)

2 (2.6)

14. The teacher is generally
responsible for the
achievement of students in
geography.

0 (0)

8 (10.4)

36 (46.8)

27 (35.1)

4 (5.2)

15. Students' achievement in
geography is directly related to
their teacher's effectiveness in
geography teaching.

0 (0)

6 (7.8)

34 (44.2)

32 (41.6)

4 (5.2)

16. If parents comment that
their child is showing more
interest in geography at
school, it is probably due to
the performance of the
student's teacher.

0 (0)

0 (0)

18 (23.4)

52 (67.5)

7 (9.1)

20. Effectiveness in geography
teaching has little influence
on the achievement of
students with low motivation.

3 (3.9)

40 (51.9)

16 (20.8)

17 (22.1)

1 (1.3)

25. Even teachers with good
geography teaching abilities
cannot help some students
learn geography.

5 (6.5)

21 (27.3)

23 (29.9)

23 (29.9)

5 (6.5)

GTOE
13. Increased effort in
geography teaching produces
little change in some students'
geography achievement.
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were checked before the analysis. When doing regression, the cases-to-independent variables
(IVs) ratio should be checked (Data and Statistical Services, 2007). This study with 77
participants would be enough considering the lowest number of cases for every independent
variable are 5 (Data and Statistical Services, 2007). Missing data, outliers and normality were
checked. Missing data were checked at the beginning of data analysis and nine cases were
deleted because of incomplete responses. Outliers were checked, and no outlier was found for
the PGTE. However, three outliers were found for GTOE. Considering the small sample size of
this study, it would be better to retain these three outliers. These extreme high outliers were
transformed to the highest non-outlier value to reduce the influence of outliers (Data and
Statistical Services, 2007).
Because most common inferential statistics assume that the dependent variable is
normally distributed, it is important to know if variables in the study are highly skewed (Leech,
Barrett, & Morgan, 2005). A normal probability plot was used to check the normal distribution.
The Normal probability plot shows that PGTE and GTOE were normally distributed. The data's
normality also was statistically examined. "Skewness" is a measure of the symmetricalness of
the data. "Kurtosis" has to do with how peaked the distribution is, either too peaked or too flat.
Both skewness and kurtosis are 0 in a normal distribution, so the farther away from 0, the more
non-normal the distribution. "Extreme values" for skewness and kurtosis are values greater than
+3 or less than -3 (Data and Statistical Services, 2007). All skewness and kurtosis values in this
study were found to be in the acceptable range for statistical analysis (see Table 16).
Research question 2. How do professional development activities (attendance at
conferences, membership in geography professional organization) affect secondary history/social
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Table 16
Skewness and Kurtosis of PGTE and GTOE

Skewness
Statistic
Std. error

Kurtosis
Statistic
Std. error

PGTE

.321

.285

-.236

.563

GTOE

.624

.281

.658

.555
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studies teachers’ self-efficacy regarding the teaching of geography as indicated by PGTE and
GTOE?
This second research question was asked to determine how the professional development
activities predict geography teaching efficacy (PGTE and GTOE). The dependent variables were
composite scores of self-efficacy PGTE and GTOE. The independent variables were
professional development activities (attendance at conferences, membership in geography
professional organization). The majority of teachers 65 (84.4%) indicated that they attended a
geography conference less than one time a year; only 11 (14.3%) teachers attended a geography
conference one to two times a year. As for becoming a member of a geography organization,
only five teachers 5 (6.5%) indicated that they were members of geography organizations, most
(72, 93.5%) secondary social studies teachers responded that they were not a member of any
geography organization.
The linear regression analysis was used for Research Question 2 to examine how
professional development activity variables (attendance at geography conferences, membership
in geography professional organization) predict the GTEBI (PGTE and GTOE subscales).
Before linear regressions were tested for question 2, a Pearson’s coefficient (two-tailed) was
calculated to examine if there was a linear relationship between the dependent variable and each
of the independent variables. A correlation matrix was used to identify any variables that were
highly correlated.
The PGTE scores were found to have a correlation with the attendance at conferences
related to geography, r = .290, however, there is no correlation with the membership in
geography professional organizations. The coefficient of determination, r² was found to be 0.084
for the attendance at geography conference. This value corresponds to explaining 8.4% of the
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variance in the PGTE subscale. The GTOE scores were not found to have a correlation with any
professional activities.
The linear regression analysis was conducted to determine the accuracy of the
independent variable of attendance at geography conferences predicting PGTE scores. Only one
predictor variable was used for simple regression analysis since there is no correlation between
the PGTE and the membership in geography professional organizations. The final model for
PGTE with “attendance at geography conference” is:
PGTE = 38.408 + 8.659 (Attendance at Geography Conference) +
In this model, R 2 is small, a goodness-of-fit statistic of 18.7% is not strong, and the
researcher would caution against using the equation. However, the result is statistically
significant and F value (15.619) is not small. It means that the independent variable, attendance
at geography conferences, helps explain some of the variability in the PGTE, but far from all of
it. There are other factors affecting the dependent variable, which were not observed and were
not included in the regression. The unexplained variance could be due to influential variables
that were not included in the analysis, such as attendance at history/social studies conference
including geography sessions.
This final model was chosen after the diagnostic analysis. At the beginning, regression
results indicated that the model significantly predicted attendance at geography conferences,
R² = 0.084, R²adj = 0.071, F = 6.326, p < .05. This model accounts for 8.4% of variance in
attendance at a geography conference. The overall significance of the model was p = 0.014.
These results are presented in Table 17. A summary of regression coefficients is presented in
Table 18 and indicated that only the attendance at geography conferences variable significantly
contributed to the model.
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Table 17
PGTE Model Summary With Attendance at Geography Conferences

Model

R

R square

Adj R
square

1

.290

.084

.071

Std. error of
the estimate

F

Sig.

7.0359

6.326

.014

Table 18
Coefficients for Model Variables PGTE With Attendance at Geography Conferences

B

ß

(Constant)

43.292

Attendance at geography conference

4.262

94

.290

t

P

19.733

.000

2.515

.014

The regression coefficient (B) represented the slope weight for each variable in the model
and was used to create the regression equation. B also indicated how much the value of the
dependent variable changed when the independent variable increased. A positive B (4.262)
specified a positive change in PGTE when the attendance at geography conferences increased.
Therefore, the results for Research Question 2 show that there was a positive relationship
between attendance at geography conference and PGTE. The linear regression model is an
equation represented as:
PGTE = 43.292 + 4.262 (Attendance at Geography Conference) +
However, influence diagnostics indicated that one observation was having a severe
influence on the regression. This outlier should be removed since it was having a strong impact
on the fit and on the coefficient. A summary of the results for the model when the observation
was included and when it was set aside is shown in table (Table 19).
Table 19
Outlier Checking for Model PGTE With Attendance at Geography Conferences

F

P-value

R2

Adj R 2

Obs. included

6.326

.014

.084

.071

Obs. not included

15.613

.000

.187

.175

The results are encouraging. The F value, R 2, and Adjust R 2 have improved after
removing the outlier. Hence the removal of the point really does improve the model fit, and for
this data it would be better to leave this case out of the data set. The final model for PGTE with
“attendance at geography conference,” PGTE = 38.408 + 8.659 (Attendance at Geography
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Conference) + , would be better. The following is the residual plot for the attendance at
geography conference variable.
In addition, the Normal P-P plot tests the normal distribution of the residuals. As shown
in Figure 1, the residuals are normally distributed, which shows that the assumption of normal
distribution of residuals has not been violated in this finial model.

Figure 1. Normal P-P plot of regression standardized residual for PGTE and attendance at
geography conferences.
Research question 3. What other factors (gender, age, race, teaching subject, number of
geography courses, number of weeks for internship, years of teaching experiences, number of
schools where taught, taught in other states, currently teaching geography, and the type of
teacher licensure) influence the self-efficacy of secondary history/social studies teachers
regarding the teaching of geography as indicated by PGTE and GTOE?
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This third research question was asked to determine if there were any other factors
predicting geography teacher efficacy (PGTE and GTOE). The dependent variable was the
composite scores of self-efficacy (PGTE and GTOE). Linear regression was also used for
Research Question 3 to test what factors (gender, age, race, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
and approved program vs. alternative program) predict the GTEBI (PGTE and GTOE subscales).
Two correlation matrices were used to identify any variables that were highly correlated.
There were several independent variables highly correlated with PGTE and GTOE subscales.
The PGTE scores were found to have a correlation with race, r = -.257; years of teaching
geography, r = .364; whether currently teaching geography, r = .294; type of teacher licensure,
r = -.245. The coefficient of determination, r² was found to be, r² = 0.066 for race; r² = 0.132 for
the years of teaching geography; r² = 0.087 for whether currently teaching geography; r² = 0.06
for the type of teacher licensure. These values correspond and explain a 6.6%, 13.2%, 8.7%, and
6% of the variance in the PGTE subscale. The GTOE scores were found to have a correlation
with the years of teaching geography, r = .244; highest degree, r = .248; and taught in other
states, r = -.244. The coefficient of determination, r² was found to be r² = 0.060 for the years of
teaching geography; r² = 0.062 for the highest degree; r² = 0.060 for the taught in other states.
These values correspond and explain a 6%, 6.2%, and 6% of the variance in the GTOE subscale.
It would not be appropriate to use race as a factor in this study since there was only one
Asian and one Black/African American who participated in the study. All other participants
were White/Caucasian-Non-Hispanic. Standard multiple regression was conducted to determine
the accuracy of the independent variables: Years of Teaching Geography, Currently Teaching
Geography, Teacher Licensure predicting PGTE scores. The dependent variable was first
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entered into the multiple regression equation. The independent variables were then entered by
the Stepwise Method.
There were two models provided. Model 1 accounts for 13.1% of variance in years of
teaching geography. The overall significance of model 1 was p = .002. Model 2 accounts for
18.7% of variance in teacher licensure and years of teaching geography. The overall significance
of the model was p = .001. These results are presented in Table 20. Regression results indicate
that both model 1 and 2 are significant. Model 2 was used for this research study considering
that model 2 could account for more variance in independent variables than model 1 and include
more independent variables.
A summary of regression coefficients is presented in Table 21 and indicates that while
the overall model 2 is significant, 2 (years of teaching geography and teacher licensure) of 3
variables significantly contributed to model 2.
A positive B = .395 specifies a positive change in PGTE when the years of teaching
geography increases, and a positive B = 10.455 indicates teacher efficacy increases when
teachers had a teacher licensure through a formal teacher education program. Teacher licensure,
as predicator variable, is a dichotomous variable. The value was “1” if teachers experienced a
formal or approved teacher education program. The value was “0” if teachers experienced an
alternative teacher education program. The Teacher Licensure regression coefficient was 10.455,
which means that a secondary social studies teacher who completed a formal teacher preparation
program and had licensure is predicted to score 10.455 units more than a teacher who
experienced an alternative teacher education program for this sample. The Years of Teaching
Geography regression coefficient was 0.395, which means that a secondary social studies teacher
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Table 20
PGTE Model Summary With Years of Teaching Geography and Teacher Licensure

Model

R

R square

Adj R
square

1

.362

.131

.118

6.99356

9.945

.002a

2

.433

.187

.162
a
Predictors: (constant), years of teaching geography.

6.81535

7.484

.001b

b

Std. error of
the estimate

F

Sig.

Predictors: (constant) years of teaching geography, and teacher licensure.

Table 21
Coefficients for Model Variables PGTE With Years of Teaching
Geography and Teacher Licensure

B
1

(Constant)
Years of teaching geography

2

(Constant)
Years of teaching geography
Teacher licensure

ß

46.059
.430

.362

36.105

t

P

40.774

.000

3.154

.002

7.489

.000

.395

.332

2.945

.004

10.455

.239

2.121

.038
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who had 1 year of teaching experience in geography is predicted to score 0.395 units more in
personal teaching geography efficacy for this sample.
Therefore, the researcher concluded there were two factors, years of teaching geography
and teacher licensure, predicting the PGTE. The linear regression model 2 is an equation
represented as:
PGTE = 36.105 + 0.395 (Years of Teaching Geography) +10.455 (Teacher Licensure) +

The influence diagnostics were performed for this model. The influence diagnostics
indicated that it would be appropriate to keep all points in the data set since all observations did
not appear to have any severe impact on the regression including fit and prediction. In this
model, R² is small, the goodness-of-fit statistic of 18.7% is not very strong. However, the result
is statistically significant and F value (7.484) is accepted. It means that independent variables,
years of teaching geography and teacher licensure, help explain some of the variability in the
PGTE, but far from all of it. There are other factors affecting the dependent variable, which
were not observed and were not included in the regression. The unexplained variance could be
due to influential variables that were not included in the analysis, such as those informal
experiences with geography and supports from administrator. The possible influential variables
will be discussed later. The collinearity diagnostics were also examined. Collinearity can be a
problem if two or more predictor variables are highly correlated and could be completely
predicted by each other. There were no VIFs larger than 2.
The Normal P-P plot tests the normal distribution of the residuals. As shown in Figure 2,
the residuals are normally distributed, which shows that the assumption of normal distribution of
residuals has not been violated. Figure 2 is the residual plot for the PGTE with years of teaching
geography and teacher licensure.
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Figure 2. Normal P-P plot of regression standardized residual for PGTE with years of teaching
geography and teacher licensure
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Standard multiple regression was conducted to determine the accuracy of the independent
variables: years of teaching geography, whether currently teaching geography, and taught in
other states predicting GTOE scores. The dependent variable was first entered into the SPSS
multiple regression equation. The independent variables were then entered by the Stepwise
Method.
The final model accounts for 13.2% of variance in the years of teaching geography. The
overall significance of the model was p = 0.002 (see Table 22). A summary of regression
coefficients is presented in Table 23 and indicates that while the overall model is significant,
only one (years of teaching geography) of the three variables significantly contributed to the
model.
A positive B = .430 specified a positive change in GTOE when the years of teaching
geography increased. Therefore, the researcher concluded there was a relationship between years
of teaching geography and GTOE. The linear regression model is an equation represented as:
GTOE = 46.057+0. 430 (Years of Teaching Geography) +
The influence diagnostics were also performed to test the model of GTOE with Years of
Teaching Geography. Considering all observations, there did not appear to be any severe impact
on the regression including fit and prediction, all points were also kept in the data set. Although
the goodness-of-fit statistic of 13.2% is not strong, the independent variable, years of teaching
geography, helps explain some of the variability in the PGTE because of the significant result
and higher F value (10.216) value. There are other factors affecting the dependent variable,
which were not observed and were not included into the regression. The unexplained variance
could be due to influential variables that were not included in the analysis.
Figure 3 is the residual plot for the GTOE with years of teaching geography variable.
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Table 22
GTOE Model Summary With Whether Currently Teaching, Taught in
Other States, and Years of Teaching Geography

a

Model

R

R square

Adj R
square

Std. error of
the estimate

F

Sig.

1

.364a

.132

.119

6.94118

10.215

.002a

Predictors: (constant), including years of teaching geography

Table 23
Coefficients for Model Variables GTOE With Taught in
Other States and Years of Teaching Geography

B
1

(Constant)
Years of teaching geography

B

46.057
.430
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.364

t

P

41.612

.000

3.196

.002

Figure 3. Normal P-P plot of regression standardized residual for GTOE with years of teaching
geography.
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The Normal P-P plot tests the normal distribution of the residuals. As shown in Figure 3,
the residuals are normally distributed, which indicates that the assumption of normal distribution
of residuals has not been violated.
Summary
In Chapter 4 descriptive variables and the results of the research questions were reported.
In this study, the PGTE is associated with attendance at geography conferences, years of
teaching geography, and teacher licensure. A significant association was found only between the
participants’ GTOE and years of teaching geography. The interpretation and implications will be
discussed in detail in Chapter 5.
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CHAPTER 5. CONCLUSIONS AND RECOMMENDATIONS

Introduction
The purpose of this study was to investigate secondary social studies teachers’
self-efficacy, including personal geography teaching efficacy (PGTE) and geography teaching
outcome expectancy (GTOE), and identify key factors that may contribute to teachers’
self-efficacy in geography teaching. The factors considered were gender, age, race; teaching
subject; number of geography courses; number of weeks for internship; years of teaching
experiences; number of schools where taught; taught in other states; currently teaching
geography; type of teacher licensure; attendance at conferences; and membership in geography
professional organizations.
This study used a quantitative approach to collect and analyze the data. The instrument
for data collection was an online survey that was modified from Enoch and Riggs’ (1990)
STEBI-A, which was specifically designed to assess secondary history/social studies teachers’
perceptions of their self-efficacy in geography teaching. The respondents were secondary
history/social studies teachers who were teaching in A and B public school divisions in Virginia.
As the completed online surveys were received, the resulting data were entered into the PASW
database. Initially, demographic data were analyzed by utilizing descriptive statistics.
Frequency and linear regression statistical measures were used to analyze the data related to the
research questions.
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Discussion of Results
This section attempts to answer the research questions and discusses the results obtained.
Research Question 1
What is the self-efficacy of secondary history/social studies regarding the teaching of
geography as indicated by personal geography teaching efficacy (PGTE) and geography teaching
outcome expectancy (GTOE)?
Results. A 5-point Likert-type scale with positively and negatively-worded items was
used to respond to each of the 25 statements in this study. The possible range of PGTE scores
was 13 to 65, while that of GTOE scores was from 12 to 60. The higher score means higher
teacher efficacy and the lower score means lower teacher efficacy. Analysis of the data gathered
using the STEBI-A instrument revealed the overall mean score of the PGTE was 48.39
(sd = 7.29) and the mean score of the GTOE was 41.74 (sd = 5.06). These results are considered
as relatively high for teacher efficacy scores although values are lower than those of science
teachers reported by Riggs and Enochs (1990), who obtained values of 56.54 (PSTE) and 48.09
(STOE). The reported scores of this study indicated that Virginia’s secondary history/social
studies teachers did have a positive sense of efficacy in teaching geography. Virginia’s
secondary history/social studies teachers believed that teachers who teach geography have an
influence on students’ ability to learn. These teachers also believed that they have the ability to
teach geography.
Discussion of results. The purpose of this question was to obtain each participant’s
responses to the PGTE and GTOE. Instead of looking at the teachers’ responses as whole, it
required separate analysis of each item of the PGTE and the GTOE. Analysis of the PGTE
Likert items indicated that most of these secondary social studies teachers believed that they
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have the ability to teach geography. The results of the GTOE Likert items show that the majority
of participants agreed or strongly agreed that the teacher’s geography teaching has an influence
on the student’s ability to learn. In fact, it is reassuring to find that secondary history/social
studies teachers showed higher teacher efficacy in all items of PGTE and GTOE.
Teacher efficacy is an important teacher characteristic for educators and researchers to
investigate. Colardarci (1994) found that teacher efficacy was the greatest predictor of a
teacher’s commitment to the profession. In a review of research on teacher efficacy, teachers’
sense of efficacy is related to perceptions about how well they were prepared (Hall et al., 1992;
Raudenbush et al., 1992). Teacher efficacy has been one of the few variables consistently related
to positive teaching behavior and student outcomes. Results of this study showed that most
secondary history/social studies teachers scored high on both general and personal efficacy
beliefs in geography. This conclusion implied that the secondary history/social studies teachers
sampled in this study were well prepared in geography teaching since they had higher teacher
efficacy in this study. However, this result was not expected considering so many studies report
that inadequate geography education has been a major problem among many social studies
teachers (Bednarz et al., 2005; Gilsbach, 1997). The assumption was that teachers would not
have higher teacher efficacy in geography since inadequate geography education has been a
major problem for many social studies teachers (Bednarz, Bockenhauer, & Walk, 2005;
Gilsbach, 1997). The result of this study indicated that secondary history/social studies teachers
did not lack confidence in teaching geography, which is the opposite of those results reported
previously. This conflict result may be due to other influential factors, such as professional
development, administrators’ supports, or other personal geography interest. In addition, the
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sources of literature reviewed about geography teachers’ education were not current study, and it
is not unlikely that geography teachers’ education programs have changed in 6 years.
Research Question 2
How do professional development activities (attendance at conferences, membership in a
geography professional organization) affect secondary history/social studies teachers’
self-efficacy regarding the teaching of geography as indicated by PGTE and GTOE?
Results. This study investigated how professional development activities (i.e.,
attendance at geography-related conferences, membership in a geography professional
organization) affect social studies teachers’ efficacy in geography teaching. The data showed
that the GTOE was not found to be significantly associated with any professional development
activities. The PGTE scores were found to have a positive association with attendance at
geography conferences (p< .05), although there was no correlation between the PGTE and
membership in geography professional organizations.
Discussion of results. Teachers participating in this study reported that they did not
attend geography-related conferences very often. Most participants (84.4%) attended
geography-related conferences less than once, while some participants (14.4%) attended
conferences once or twice every year. Data analyses indicated that the higher the rate of
attendance reported at geography-related conferences annually, the higher the respondents’
perception of PGTE. This result was consistent with the findings reported by Ross (1992) and
Riggs et al. (1994) that teacher efficacy increases when they receive learning opportunities that
provide them with greater skills. The result of this study also paralleled Cochran-Smith and
Lytle’s (1999) study, which concluded that the more teachers know the higher efficacy they will
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have. Teachers gain knowledge for teaching when they have the opportunity to reflect on their
practice and use a process of inquiry in their own environments.
The result of this study indicated that membership in geography-related professional
organizations was not related to teacher efficacy. Although findings reported by Klein (1997)
and Wolfe (2002) also report a similar result in that professional development organization
training did not necessarily lead to changes in teachers’ beliefs and knowledge, or to student
achievement, results from other studies have indicated that teachers’ beliefs and practice were
changed and their confidence levels were improved after professional development activities
(Cole & Ormrod, 1995; Kenreich, 2004).
Based on these conflicting results, one of the reasons why there was no significant
relationship found between the membership in geography-related professional organizations and
secondary history/social studies teachers’ self-efficacy is small samples size. Only five (6.5%)
participants indicated having a membership in geography-related professional organizations.
Another possible reason is that these secondary history/social studies teachers may hold
memberships in history/social studies professional organizations, such as National Council for
the Social Studies, other than those related to geography organizations. These secondary
history/social studies teachers could attend and benefit from geography sessions at those
history/social studies organizations.
Research Question 3
What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence the
self-efficacy of secondary history/social studies teachers regarding the teaching of geography?
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a. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the PGTE?
b. What other factors (gender, age, race, teaching subject, number of geography courses,
number of weeks for internship, years of teaching experiences, number of schools where taught,
taught in other states, currently teaching geography, and type of teacher licensure) influence
secondary history/social studies teachers’ scores regarding the teaching of geography as
indicated by the GTOE?
Results. The intent of the third research question was to determine if there were any
factors predicting geography teacher efficacy (PGTE and GTOE). In this study, 77 participants’
responses were analyzed. The results indicated that secondary history social studies teachers’
self-efficacy, PGTE (p < .01) and GTOE (p < .01), was significantly associated only with the
years of teaching geography. The subscale of teachers’ self-efficacy (PGTE) was significantly
associated with the type of teacher licensure programs (p < .05). There were no other factors
found to be significantly associated with teacher efficacy in geography.
Discussion of results. This study did not find many factors that predicted teachers’
self-efficacy. There were few statistically significant relationships found with PGTE, and even
fewer were statistically significantly associated with GTOE. The PGTE is significantly
associated with attendance at geography conferences (p < .05), years of teaching geography
(p < .01), and teacher licensure (p < .05). A significant association was found only between the
participant’s GTOE and years of teaching geography (p < .01).
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Mohan’s (2009) study is the only study that was found to explore geography teacher
efficacy. The results of this current study were consistent with Mohan’s report in that teachers’
sense of teaching efficacy is not influenced by age, gender, or race. However, some results of
this study were in opposition to his findings. Mohan’s study indicated there was no statistically
significant correlation between the number of years teaching geography and personal teaching
efficacy (PTE) and general teaching efficacy (GTE) in geography. Mohan reported that there
was a statistically significant correlation between number of college or university courses in
geography and PTE in geography. Different from Mohan’s study, the results of this study
showed that secondary history/social studies teachers’ self-efficacy (PGTE and GTOE) was
significantly associated with the number of years teaching geography, and the sense of efficacy
is generally higher for teachers with more teaching experiences in geography. There was no
significant relationship between secondary history/social studies teachers’ self-efficacy (PGTE
and GTOE) and with the number of college or university courses in geography in this study. The
different teacher education programs in Virginia and Texas may result in the different findings
between this study and Mohan’s study. Teacher education programs are affected by local and
state political conditions. There exist some variations in curriculum content of teacher education
programs. Virginia preservice secondary history/social studies teachers are required to take at
least nine credits of geography courses, while Texas preservice secondary history/social studies
teachers can choose either six credits of geography courses or not. Therefore, different program
designs for teacher education in Virginia and other states may be the reason why different results
were found from two studies.
With years of teaching experiences, teachers develop four categories of personal practical
knowledge: knowledge of self, knowledge of subject matter, knowledge of instruction, and
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knowledge of context (Golombek 1998). The teachers’ personal practical knowledge is shaped
by their teaching experiences and, in turn, it informs their practice in teaching. With experience,
teachers may get to know more subject matter knowledge and richer and broader instructional
knowledge, develop various teaching styles and knowledge, use a wide range of teaching
strategies, and make more flexible decisions in various situations. It is possible that from
teaching experiences there is an increasing confidence in teachers’ personal teaching ability, and
self-efficacy appears to increase accordingly.
In addition, this study did not find there was a significant relationship between the
number of weeks for student teaching and secondary history/social studies teachers’
self-efficacy. These results were not expected since some research studies indicated that teacher
efficacy, combined general teaching efficacy and personal teaching efficacy, is more likely to
change when preservice teachers are exposed to differing learning experiences, such as different
experiences during college course work (Watters & Ginns, 1995), while actual teaching
experiences during student teaching practica have a greater impact on personal teaching efficacy
(Housego, 1992; Hoy & Woolfolk, 1993; Golombek 1998).
The type of teacher licensure program, as a predictor variable, predicted that a secondary
history/social studies teacher, who completed a formal teacher preparation program and had
licensure, possessed higher personal teacher efficacy than teachers from alternative teacher
education programs and had licensure. This finding supports Darling-Hammond’s (2000a)
research that teachers who have experienced different teacher education programs or pathways
into teaching feel differently about their preparation to teach.
Level of degree, as a critical factor, was not found to have a significant relationship with
secondary history/social studies teachers’ self-efficacy. This result was consistent with
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Cochran-Smith and Zeichner’s (2005) study, which indicated that the higher degree was not
likely to make a difference. However, there were some results indicating that graduate programs
were superior to undergraduate programs. A study conducted by Kluender (1989) indicated that
students in graduate programs reflect more sophisticated thinking and include more specific
comments in journals kept throughout the preparation program. On a final test focusing on
various dimensions of classroom pedagogy, graduate program students scored significantly
higher than undergraduate program students on the test as a whole and significantly higher on
every subsection of the test. Finally, graduate program students developed lesson plans that were
richer in detail, more varied in their suggested instructional approaches, and more generally
sensitive to the instructional content than undergraduate program counterparts. Andrew (1990)
reported that graduates of graduate programs feel more confident at the end of their teacher
preparation programs, and they judged their teacher preparation as better. Baker and Andrew
(1993) found that graduates of graduate programs were more likely to remain in teaching
although both undergraduate program and graduate program graduates were academically well
prepared, highly regarded by their principals, had a strong commitment to teaching, favored
nontraditional teaching methods and had a strong sense of efficacy. These results were contrary
to the results of this study in that there was no significant difference between graduates of
graduate programs and undergraduate programs. This result was different from those studies
found before 2000 but was consistent with Cochran-Smith and Zeichner’s (2005) study. This
result could be explained by both undergraduate and graduate teacher education programs having
been improved and having no big difference recently.
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Implications of Findings
The results of this study could be beneficial for both professors and students in secondary
teaching and could offer important considerations for both teacher preparation programs and
school divisions. Based on the findings, the implications are presented as follows:
1. The results of this study indicate that professional development activities (i.e.,
attendance at geography-related conferences) were significantly associated with secondary
history/social studies teachers’ geography self-efficacy. Thus, secondary school leaders might
benefit from awareness that geography conferences are valuable for teachers’ experiences in
promoting teachers’ self-efficacy. It is suggested that secondary history/social studies teachers
be provided with access to meaningful geography-related conferences or workshops that will
help them learn ways to best incorporate their experiences into classroom activities. Studies on
maps, place location, and concepts of physical geography indicate that preservice teachers have
misconceptions of geography concepts and teachers’ understandings of geography and
geography education were limited to place names and location (Klein, 1997). Geography
conferences or professional development could help geography teachers with content knowledge
and teaching methods. Although secondary history/social studies teachers may not attend
specialized geography conferences very often, they more likely attend history/social studies
conferences. These history/social studies conferences with some geography-related sessions are
likely to be very helpful for secondary history/social studies teachers with their teaching
strategies in geography.
2. As found in this study, student teaching and general teaching experiences were not
significantly associated with teachers’ self-efficacy. However, teaching experiences in
geography were a critical factor in promoting teachers’ self-efficacy in geography teaching. The
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more teaching experiences in geography the higher the teacher efficacy scores. This result
suggested that teachers should have teaching experiences in specific subject areas they are
assigned to teach.
It is necessary to plan and provide secondary history/social studies teachers with
supportive and successful learning experiences, starting at the early stages of their teacher
education program and culminating with the capstone experience of student teaching that
includes some responsibility for teaching geography. Preservice teachers’ confidence in their
ability to instruct, manage, and evaluate student progress in inclusive settings is likely to be
enhanced when they are provided with opportunities to successfully implement geography
competencies in the classroom. It seems unreasonable to suggest that changing K-12 geography
education will simply improve by requiring teachers to take more geography courses (Rallis &
Rallis, 1995). It will require rethinking the nature of teachers’ preparation in geography courses
and student teaching. It is important for secondary educators working with geography teachers
to understand the importance of teaching experiences in geography, and also understand that
student teaching experiences in geography might be the one source of content knowledge that
many geography teachers experience.
Unfortunately, social studies are so complex that teacher education candidates are not
expected to know all content in all areas applicable to the social studies, nor are they expected to
be assessed on their ability to fulfill every indicator of every standard (Adler et al., 2006).
Although the broad social studies endorsement qualifies teachers to teach social studies as well
as the sub areas of geography, history, political science, civics/government and economics, it is
not always possible to provide social studies student teachers experience in each area during
student teaching.
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3. Since this study found that there was a significant relationship between the teacher
licensure programs and secondary history/social studies teachers’ geography self-efficacy,
approved teacher licensure education programs seem to hold a significant edge in teachers’
confidence to teach geography.
As critical influential factors, both approved teacher licensure education programs and
teaching experiences in geography may be required for higher teachers’ self-efficacy in
geography teaching. School divisions that invest in high quality professional development
opportunities to reinforce skills, knowledge and understandings related to geography will
improve student understandings.
Limitations of Study
For any inference or conclusion of the study, there are always possible threats to validity.
The first limitation of this study was sample size and sampling selection resulting lack of power.
A small sample size has a greater probability that the observation just happened to be particularly
good or particularly bad. Therefore, it is harder to find significant relationships from the data, as
statistical tests normally require a larger sample size to justify that the effect did not just happen
by chance. In addition, this study relied on samples of convenience and was limited to schools in
Virginia thereby limiting generalizing validity.
Another limitation to the study was the amount of missing data. The 86 respondents
represented the two school districts in which the survey was completed, but 9 teachers were
removed because of incomplete responses for all teacher efficacy items. Missing values are
excluded from the analysis and thus make the sample size for some of the categories smaller than
others. In addition, there were 21 missing values in the student teaching category. This is
probably because participants in this study were older teachers whose mean teaching experience
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was 15 years, so they cannot accurately recall their student teaching experiences. In this study,
none of the tests conducted showed student teaching significance, which could be due to the
missing observations. Therefore, it is possible that some values show significance in some
categories but not in others due to the missing data.
One final limitation was that only a self-reported method was employed and triangulation
exercises could not be applied to strengthen the findings. The study relied exclusively on a
self-report inventory to measure teachers’ self-efficacy in geography. Whenever participants are
asked to self-report, environment and social desirability bias can occur, which could affect the
participants’ responses to present a more or less favorable image. In addition, teachers with high
efficacy may be inclined to both respond to the survey and to answer very positively. This may
result in the higher teacher efficacy in geography teaching.
Recommendations for Future Research
During the research several issues were identified that may be worthwhile to investigate
more thoroughly. Specifically, the following recommendations for further research are
suggested:
1. A replication of this quantitative study using a larger population across states is
recommended. This study was conducted with 77 secondary history/social studies teachers from
two public school districts in Virginia. Teacher education is affected by local and state political
conditions, which create accountability demands and other constraints (Lassonde et al., 2008).
Licensure requirements vary greatly across states, depending on local needs and available
resources.
More secondary history/social studies teachers from different states should be
participants for further research. Comparison of teacher efficacy in geography across state would
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tell us which state’s teachers have higher teacher efficacy scores, which could find out what
kinds of teacher licensure requirements are better. The suggestions would be provided for
secondary educational leaders to choose the appropriate teacher licensure requirements for
teacher education programs.
2. To create a more accurate overall view of critical factors influencing secondary
history/social studies teachers’ self-efficacy in geography, future research studies study both
preservice teachers and in-service teachers across the nation schools. This would provide a
better and more accurate picture of critical influential factors.
Preservice teacher education programs and professional development experiences have a
noticeable impact on teachers’ efficacy in geography teaching. College or university courses
were not found to have a significant relationship with teachers’ self-efficacy in geography among
the respondents to this study. However, this factor was found to have a significant relationship
with teachers’ self-efficacy in geography reported from Mohan’s (2009) study. More studies
should be conducted to determine the impact of factors on teacher efficacy in geography from
different developmental time periods (preservice and in-service).
3. Other types of informal education may be critical factors influencing secondary social
studies teachers’ self-efficacy in geography. Mohan’s (2009) study reported the important role
of travel, personal interest in geography, which has been acknowledged and cultivated among
geography teachers. Further study could also explore whether other informal types of education
in geography can help teachers gain confidence in their abilities and keep them motivated and
committed to geography throughout their careers.
4. Given the result of this study, professional development are important activities for
geography teachers, there is a need to explore how to make professional development for
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geography teachers more accessible and efficacious. A variety of professional development
approaches to accomplish the goals of improving instruction and student success in geography
should be studied, such as regular workshop, online courses, or cable television and
teleconferences can be taped electronically to bring educational experts into the school.
Therefore, a focus on different professional development activities providing geography teachers
with both subject matter knowledge and pedagogical knowledge to enhance their professional
skills should be explored in future studies.
Summary
Teacher efficacy has proven to be an important variable in effective teaching. In this
study, critical influential factors, geography-related conferences, approved teacher licensure
education programs, and years of teaching experiences in geography have been discussed. It is
suggested that secondary educational leaders should provide history/social studies teachers more
meaningful geography-related conferences or workshops that can help them to learn ways to best
incorporate their experiences into classroom activities. In addition, approved teacher education
programs and more teaching experiences in geography are recommended to enhance higher
secondary history/social studies teachers’ self-efficacy in geography. Professional development
opportunities, like summer institutes or workshops, could be appropriate professional
development opportunities to reinforce both subject knowledge and teaching skills related to
geography.
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Appendix A
Individual Demographic Information
Please answer the following items by typing in or choosing the
appropriate response.
Gender

Age:

Male

21-30

Female

31-40
41-50
51-60
61+

Race:
White/Caucasian-NonHispanic
Black/African American
Asian
Hispanic
American Indian/Alaska
Native
Do you currently teach at least one geography class, or a class with substantial geography
content?
Yes
No
In what school district do you currently teach?

Have you ever taught in other states?

Chesterfield County

Yes

Hanover County

No

Including your current school, in how many schools have you
taught?
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What grade level(s) do you currently teach? Please choose all that apply.
Below 9th grade
9th grade
10th grade
11th grade
12th grade
What subject areas do you currently teach? (Choose all that
apply.)
World Geography
World History
United States History
Government
Economics
Other
Including the current year, how many years have you been a
teacher?

Including the current year, how many years have you taught geography
courses?

What subject areas and grade levels are you currently certified to teach?
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Which degrees have you earned? (Choose all that
apply.)
Bachelor
Post-Bac Certificate
Master
Post-Master
Doctorate

Bachelor GPA:

Bachelor major:

Post-Bac GPA:

Post-Bac Major:

Master GPA:

Master major:

Post-Master GPA:

Post-Master major:

Doctorate GPA:

Doctorate major:

Number of weeks for your student teaching internship, if
applicable:

In what type of program did you earn your teaching
degree?
Formal, approved teacher licensure
program
Alternate route to teacher licensure
program
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Which geography courses have you taken at a college or university? (Choose all that
apply.)
Choose the course name that best fits the description of the course you took.
None
Introduction to Geography
World Regional Geography
Physical Geography
Cultural/Human Geography
Geographic Information Systems
Cartography (Maps and Mapmaking)
Environmental Geography
Urban Geography
Political Geography
Population Geography (Demographics)
Field Methods
Meteorology (Weather, Climate)
Quantitative Methods
Regional Geography Course
Other
How many times a year do you attend geography-related conferences, workshops, or inservice
trainings?
Less than 1 time per year
1-2 times per year
3-5- times per year
More than 5 times per year
Are you a member of any geography-related professional
organizations?
Yes
No

154

Please specify which geography-related professional
organizations.
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Appendix B
Geography Testing Efficacy Beliefs Inventory
Please indicate the extent to
which you agree or disagree
Strongly
by clicking on the appropriate
Disagree
radio button.

Disagree

1. When a student does better
than usual in geography, it is
often because the teacher
exerted a little extra effort.
2. I am continually finding
better ways to teach
geography.
3. Even when I try very hard,
I don't teach geography as
well as I do other subjects.
4. When the geography
grades of students improve, it
is often due to their teacher
having found a more effective
teaching approach.
5. I know the steps necessary
to teach geography concepts
effectively.
6. I am not very effective in
monitoring geography
projects.
7. If students are
underachieving in geography,
it is most likely due to
ineffective geography
teaching.
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Neutral

Agree

Strongly
Agree

Please indicate the extent to
which you agree or disagree
Strongly
by clicking on the appropriate
Disagree
radio button.

Disagree

8. I generally teach geography
ineffectively.

9. The inadequacy of a
student's geography
background can be overcome
by good teaching.

10. If students show low
achievement in geography,
generally this cannot be
blamed on their teachers.

11. When a low-achieving
student progresses in
geography, it is usually due to
extra attention given by the
teacher.

12. I understand geography
concepts well enough to be
effective in teaching
geography.
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Neutral

Agree

Strongly
Agree

Please indicate the extent to
which you agree or disagree
Strongly
by clicking on the appropriate
Disagree
radio button.

Disagree

13. Increased effort in
geography teaching produces
little change in some students'
geography achievement.

14. The teacher is generally
responsible for the
achievement of students in
geography.

15. Students' achievement in
geography is directly related
to their teacher's effectiveness
in geography teaching.
16. If parents comment that
their child is showing more
interest in geography at
school, it is probably due to
the performance of the
student's teacher.

17. I find it difficult to
explain geography concepts
to students.
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Neutral

Agree

Strongly
Agree

Please indicate the extent to
which you agree or disagree
Strongly
by clicking on the appropriate
Disagree
radio button.

Disagree

18. I am typically able to
answer students' geography
questions.

19. I wonder if I have
necessary skills to teach
geography.

20. Effectiveness in
geography teaching has little
influence on the achievement
of students with low
motivation.

21. Given a choice, I would
not invite the principal to
evaluate my geography
teaching.
22. When a student has
difficulty understanding a
geography concept, I am
usually at a loss as to how to
help the student understand it
better.
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Neutral

Agree

Strongly
Agree

Please indicate the extent to
which you agree or disagree
Strongly
by clicking on the appropriate
Disagree
radio button.

Disagree

23. When teaching
geography, I usually welcome
student questions.
24. I do not know what to do
to turn students on to
geography.
25. Even teachers with good
geography teaching abilities
cannot help some students
learn geography.
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Neutral

Agree

Strongly
Agree
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